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ABSTRACT
SELF-CONCEPT AND CULTURAL CHANGE IN THE HAUSA OF NIGERIA
(September 1977)
RAMATU ABDULLAHI
Ed.D., University of Massachusetts/Amherst
Directed by: Dr. Ellis G. Olim
Self-concept" is used here to mean the organized configuration
of perceptions of the self, which are admissible to awareness (Rogers,
1951>
. it is composed of such elements as the perceptions of one's
personality characteristics and abilities and is influenced by others'
perceptions and evaluation of one's traits. Self-concept includes self-
esteem, self-awareness, level of aspiration, and self-image.
The purposes of the present study are to trace the elements of
the self-concept to their original source which lies largely in the
cultural values of a society and to relate cultural values to psycho-
pathology. In order to do this, the literature in these areas was
reviewed historically, and a study was made which attempted to measure
and compare differences in self-concept in adolescent girls who were
either living in their traditional culture or in a setting in which
Western standards and values were imposed on them. The major aspects
of self measure were: affiliation, ambition and work-achievement,
psychopathology, and traits indicating traditional and religious
values.
Subjects in the study were 200 rural adolescent Hausa girls (aged
13 to 18 years)
,
half of whom attended a boarding school situated in a
rural area near their homes and half of whom lived in an urban school
some distance from their original home and traditional culture. Both
groups of girls spent four months' vacation in their original rural
^^^i-^onment with tneir extended family, although most of the oarents
of the girls in the urban school worked in the city.
The subjects were administered Ghiselli's Self Description
Inventory (translated into Hausa)
,
and their teachers (who lived in the
schools) also described each girl on this instrument.
Hypotheses were that:
1. The girls in the urban school would describe themselves more
often as having traits indicating psychopathology (for example,
extreme hostile aggression, depression, and anxiety)
,
while
the self-descriptions of the girls in the rural school would
indicate more affiliation and social traits (such as friend-
liness, kindness and generosity).
2. The girls in the urban school would see themselves more in
terms of Western values related to ambition, achievement,
and competition, while the girls in the rural school would
see themselves more in terms of cooperation and of traditional
Hausa religious values such as trust, loyalty, kindness and
generosity, patience and modesty.
To analyze the results, the data were grouped into the following
trait clusters: psychpathology, affiliation, cooperation, ambition, and
vi
work-achievement, honesty and trust, traditional values and religious
values. Differences between numbers of rural and urban students checking
a particular crait were analyzed by using Chi Square tests, and
differences between students' and teachers' responses and age differences
in the students' responses were compared using percentage differences.
Findings were that the urban students described themselves
significantly more often as having traits indicating psychopathology,
such as instability, irritability, aggression, resentment and
depression (but not anxiety) than did the rural students, and their
teachers' description agreed with theirs. Urban students also more often
checked traits related to ambition and work-achievement. The rural
students more often described themselves as having traits related to
traditioncil Hausa values, such as affiliation, cooperation, and trust,
and the traditional religious virtues mentioned above. All of the
students described themselves as "honest," but only 31 per cent of the
urban teachers described their students as honest, compared to 100 per
cent of the teachers of the rural students. The urban teachers
tended to describe their students in more negative terms than the
students described themselves.
It was concluded that the pressures on the students in the urban
school based on frustration of their needs for affiliation plus the
frustration engendered by the substitution of the Western values of
ambition, achievement, and status based on material possessions for
their traditional values may be leading to anomie, which is creating
more depression and aggression in these students. The discrepancies
vii
between their judgment of themselves and their teachers' judgment of them
and the differences in expectations that these imply may explain their
lower self-esteem as indicated by less affiliation and trust and more
depression. These traits might also result from separation from their
friends and from their familiar cultural background which stresses the
values of affiliation, cooperation, and mutual support and trust in each
other as well as in God.
It was proposed that the state Ministries of Education take
measures to modify the school buildings, schedules, and school admini-
stration in ways which would allow the students the opportunity to form
friendships. They should also (with the advice of traditional leaders,
parents, teachers, and students) modify the curriculum in ways which
would make it more meaningful to the students in terms of their culture
and what they themselves want to do with their lives. It was suggested
that some of the students might need counseling to help them make these
decisions wisely.
The conflict between Western and traditional Hausa culture might
be solved if only those parts of Western culture were adopted which
would be most advantageous to the people but which would not destroy the
most valuable aspects of the traditional culture.
viii
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CHAPTER I
INTRODUCTION
Every cultural tradition, Hottentot, "European,"
Papuan, Aztec, must ask itself, each in its own
way: What is man? The answer may be hardly more
than pragmatic; only philosophers give it a system
of thought; the devoted may ponder it; it engages
the chisel and the brush of the Australian and
Eskimo, and those of Florentines and Umbrians.
But unless a culture finds a viable answer,
eventually it perishes.
^
One can argue. that the ancient Greeks found their own answer
to the question: "What is Man?" They theorized and philosophized
at length, yet their culture perished. My own answer to this question
depends on what "perish" means. Often a nation is judged in terms
of what it can produce, its wealth, its impact on the world as a whole,
for example, in terms of its nuclear power. No outsider from a
different culture can decide which values lead to another culture's
survival or downfall. The definition of a nation's survival cannot
be determined or measured in terms of its usefulness to someone from
another culture; only the people within a particular culture can define
what their own survival means. When Sir Winston Churchill's physician
asked him to give up cigars in order to save his life, his answer was
that a life without cigars was not worth living. For Churchill,
'^Earl W. Count. Being and becoming human . New York: Van
Nostrand, 1973. p. iii. Italics the writer's.
2meaningful life would stop when he gave up his cigars, not when his life
actually passed away.
There is undeniable evidence in psychotherapy that the answer
a person gives to the question "What is Man?" or how he defines him-
self in relation to others in the world has substantial influence on
what he does and how he does it. It is the central core of his
happiness or unhappiness. How an individual defines his self is more
important than how he defines the many social roles he is forced to
take in order to cope with the stresses of everyday life. The self,
if well defined, is the central core of a person's decision-making
processes. It accounts for how people live and how they die. It
accounts for the answers they give to the questions: "What is the nature
of life?" "Am I free?" and "Do I control my own life?"
Africa, as a group of nations, has been through many changes in
political structure. Many countries, e.g., England, France, and
Germany, have attempted, each in its turn, to give Africans their
definition of Man. In other words, the colonialists, through their
system of governments, have tried to answer the question "What is Man?"
for the Africans. At the moment, America and the Soviet Union are
trying to define the nature of Man for the Africans. The continent
of Africa has become a testing ground for trying out Western ideologies.
Unless Africa comes out with its own definition of Man, the future
of its own cultures may be death. Because the people of Africa are
still wrestling with their own definition of "What is Man," the life
of an individual African is made even more difficult. The educational
3system and the political structure imposed by Western cultures on
modern Africa do not reflect the African's own self definition or his
answer to "What is Man" in the African context. Their self-concept
based on their traditional cultures are in conflict with the social
roles and values imposed by outside cultures. The modern world of
the average African is very bewildering to him at present. There are
constant conflicting demands placed on him by two exclusive cultures:
his local traditional culture and urban Western culture.
Nigeria is at present suffering from the effects of such a
cultural transition. In the past fifteen years, Nigeria has been
through two major political and economic changes: the formation of
the military government on a national level after the civil war in
1966 and the discovery of oil in Southern Nigeria which led to a
sudden increase in income for the mass of people. These changes,
which have led to an increase in the Westernization or "modernization"
of Nigeria, also appear to have led to the breakdown of the traditional
Hausa values and way of life. The purpose of the present study is to
show that these rapid changes in the value system of the Hausa may be
adversely affecting the self-concepts and consequently the mental
health of these people.
Historical Background
The Northern part of Nigeria, extending from Lake Chad to the
banks of the rivers Niger and Benue, is generally known as the "Hausa
4North." In this area, from the beginning of the first millennium
A.D., several kingdoms or emirates were established to the North and
East of Lake Chad. The Hanem empire originated from a group of Berber
tribes from the Nile Valley. This empire included practically the
whole of Hausa Land, and by the eleventh century, the Hausa rulers
accepted Islam.
By 1800, a very powerful leader, Othman Dan Fodio, who was said
to be a direct descendant of the holy prophet Mohammed, became the
ruler ot the Hausa Kingdom, and his descendants became the traditional
rulers of the Hausa people. The Hausas respected their leaders, not
only because they were rulers, but because they were directly descended
from Mohammed and were therefore believed to speak for the Holy Prophet.
The maintenance of law and order was not a problem to the Hausa,
because the laws were Islamic, and the people, being mostly Moslem,
Seldom questioned the law. The Kanem empire consisted of smaller
emirates, such as Katsina, Zaria, and Sokoto, and these emirates all
paid tribute to the ruler. Up until the 1960's, the Hausa Kingdom
were held together by different traditional heads who were still
considered to be the chosen people of Othman Dan Fodio.
In 1853, the British took Lagos, and by 1897, they had taken
over the whole of Nigeria. Nigeria became independent from the British
in 1956, but the last British General left in 1965, at which time
Nigeria became a fully independent country. In 1966, there was a
civil war, which was more a struggle between the Hausas in the North
and the Ibos in the South. After the war, martial law was declared
5in Nigeria, and the power shifted from the traditional rulers to the
military.
Another major event affecting the economy of Nigeria was the oil
boom soon after the war, which gave the manual laborers a 100 per cent
salary increase.
With the diminishing power of the traditional rulers, who were
custodians of Islamic law, and the sudden increase in wealth of the
mass of people, the traditional values of the Hausas were called into
question. This was not peculiar to the Hausas alone, but because the
Hausas were highly religious, the impact of Westernization was
greater on them than on other ethnic groups in Nigeria.
The rural Hausa, who live in Kaduna State in Northern Nigeria,
are primarily an agricultural people who have traditionally lived in
villages in a protective feudal system under one leader. Their way of
life is communal, and their laws and social behavior are still
primarily based on Islamic teachings as set forth in the Koran. Many
of the families are polygamous, and all are extended; thus all members
of the society receive support from many other persons and no one is
alone or alienated.
The traditional value system of the Hausa people emphasizes,
above all, the complete submission to the will of Allah, or
acceptance
of fate. Their chief concern is with their Spiritual Self,
and they
believe that their behavior on earth determines the nature
of their
spiritual existence after death. They feel that their
survival
6depends upon their relationship to each other; therefore, most of
their values emphasize positive social interaction which involves
helpfulness, cooperation, generosity, patience, trust, and loyalty.
Instead of ambition and competition, they emphasize modesty and mutual
trust as well as trust in Allah. They tend to value intuition and
^slings more than scientific knowledge and reason.
These values are in opposition to those of Western man, who
tends to value material things, money, personal power, ambition and
achievement, and ‘who emphasizes enjoyment in the present world.
Western man also places a high value on scientific knowledge and
reason; he is open to change and is not resigned or fatalistic
(Inkeles & Smith, 19/4) . Another great difference between the two
cultures is Western man's value of independence, autonomy and self-
sufficiency at the expense of mutual dependence and emotional and
social support.
The recent political and economic changes in Nigeria, which
are based on increasing contact with Western ways of living and what
the national leaders see as changes necessary for political survival
have led to increasing urbanization in Nigeria. These changes have
also led to compulsory education and to the imposition of Western
education in the public schools and the relegation of religious
education to the status of an after-school activity. It is my thesis
that these changes are affecting the traditional religious and social
values of tho rural Hausa, and consequently affecting their perception
of themselves and their mental health.
7Plan of Dissertation
1* F irs t, a history of the political and economic changes in Nigeria
wall be presented and then discussed in terms of their effects on
the traditional Hausa value system and on their mental health.
2. Then a review of the literature on culture in relation to mental
illness will be presented.
3. The theories of self-concept in the Western world will be discussed
and related to the Hausa self-concept and value system.
4. A description of an urban boarding school for girls which has
been Westernized for at least two decades will be contrasted to a
a rural school in which Western values are not yet accepted. The
effects on personality of Westernization in the urban school will
be illustrated by a number of clinical cases of psychological
disorders.
5. A study will be presented which will contrast the nature of the
self-concept in a group of traditionally reared Hausa adolescent
girls attending a rural boarding school to that of girls from the
same background attending an urban boarding school. The
similarities and differences in self-concept in the two groups
will be examined and related to the teacher's description of
the students
.
8CHAPTER II
EFFECTS OF POLITICAL AND SOCIAL CHANGES IN NIGERIA
ON HAUSA SELF-CONCEPT AND MENTAL HEALTH
Hausa Ethics and Political Structure <
The traditional Hausa' s philosophy has always been that of sub-
mission to the will of God and caring for other people in the society.
A good and respected man was one who was religious ("Mai adini mai
Immani")
,
respectul towards others ("Mutunci da ladabi")
,
was helpful,
cheerful and generous ("Mai kirki, mai mutunci mai fara'a") ; these
are common ways of describing a man of high principle. At the top of
the traditional Hausa' s hierarchy of values is the will of God,
"Dangana ga Allah," which means "leaning on Allah." When a man dies,
the immediate reaction of the relatives is prayers and giving thanks
to God. No one is expected to cry, because showing signs of grief
would indicate a lack of trust in the mercy of God. "Piety" to the
Hausa means public acceptance of the will of Allah. Whatever happens
to one, whatever the fortune or misfortune, it must be accepted. Any
show of strong negative emotion is impious. A popular saying amongst
the Hausen is: "HaKuri Maganin Zaman duniya" ("Patience is the key
to a happy existence")
.
Many writers on the life style of the Hausa have criticized the
people as being lazy, lacking in motivation and energy or drive or as
having a laissez-faire attitude towards life in general. With little
knowledge of the philosophical background
9
of the people, LeVine
(1966) described the Hausa as people who „nve less achievement
motivation than the rest of the dominant ethnic groups in Nigeria.
This conclusion was probably based cn the r.t dCu that the average Hausa
man does not think that his future advam sment depends upon his
employer or on what he can physically pu( into hls jobj but if he has
a promotion, it is God's will. If he is „ lrown out of a job/ it is
equally God's will, and he trusts that Go,, has other means fcr him
(Bakin da Allah ya tsaga bayi hana misclvi ci() meaning „The mouth „as
designed by God, and He, God, will never starve it of food."
"Biyayya" is the next most import,!,,, virtue amongst the Hausas.
Biyayya means both loyalty and obedience. Man must show „Blyayya „
to the will of God. A man must hold high„„t ln his mind that „hioh has
been commanded by God. Ladabi Biyayya ar„i Girmamawa are very comn,on
in the teachings of ethics. Ladabi means aspect, mainly in speech
and general posture; hence, when a Muslim
,,caySj he assumes a very
humble posture. Leading up to this is the ladabi, biyayya and
girmamawa towards parents, natural rulers and those who are older than
one's self.
In the Koran, every Moslem is obli >j a ted to respect and honour
his parents, which is in accordance with i i,e teachings of God. The
natural rulers were considered to be descL.nrjan |- s Q f Shebu Dan Fodio,
who was a descendant of Mohammed, the pro
L .|,Rt> Thus, any directives
from the rulers were thought to be holy, an respecting these
10
directives, one was also respecting God, Himself.
Hakuri is another major aspect of a Hausa personality. A
child from an early age rs taught: "Zaman duniya, sai hakuri" or
"Life on earth requires patience." "Hakuri" also implies forgiveness.
A Hausa man should always be forgiving, and it is non-Islamic to nurse
grudges for any length of time. Keeping malice or nursing grudges
is known as "Kafirci", which means an "unbeliever."
"Sadaka" is the act of sharing one's wealth with another person.
It is considered to be a good gesture to give away some of what you
have to a less fortunate person. In giving something away, the giver
would say "Ga na Anabi" (This is from the prophet, a message from
God) . Mote that the giver does not attribute the act of kindness to
himself, but to someone higher than himself, that part of himself which
he calls his "Spirit Self."
Looking at the traditional Hausa personality, it is difficult
to believe in the universality of the theory of the self of Mead (1932)
who argued that self cannot emerge before a society is formed and that
men contracted to form a society in order to make individual satisfac-
tions more secure. In the Hausa culture, the question of the insecurity
of the individual does not arise, because individual conscience is
focused on the Will of Allah. There is only one guide to behavior,
the Koran, and if a man lives by the Koran, he will satisfy his
conscience by serving the society, the very opposite of Mead's theory.
11
Perhaps William Janies (1890) in his description of the "spiritual
self" (or a man's morals or conscience) came closer to the Hausa's
meaning of "self." in terms of William James' theory, the self-concept
of the Hausa can be said to be purely spiritual, for it is to the
spirit self that controls the other components of the self such as the
physical self and the social self.
Looking at the Hausa traditional society, one gets this picture
of an order of descending authority:
SHEHU DAN FODIO
/>
(with directives from the Koran)
i
Traditional Rulers
(The Emirs)
Village Heads and Councilllors
Heads of Hamlets
Individual Households
V
There is one chain of authority; there is one aim and one source
of directive throughout the whole society.
Today, with the constitutional changes in local governments,
this arrangement has been altered. Traditional rulers no longer have
12
to be descendants of Shehu. Any man who thinks he is capabie of
ruling, can campaign for office; or the federai government, in con-
sultation with certain persons, will select a suitable candidate.
The Village Heads and Councillors are also selected by these procedures.
This is the beginning of the destruction of the direct connection
between the political and the moral and spiritual direction of the
Hausa people.
At the present time in Nigeria, the Federal Government is the
central authority., and people administering federal laws need not be
well versed in Islamic teachings, and as a consequence the Hausa are
losing some of their traditional values. Will the Hausas remember
that Shehu Dan Fodio existed and go back to their traditional values
or will they believe that Shehu Dan Fodio was a false missionary?
These are serious questions. The value system of a culture is called
into question; the Federal Government's role is to preserve the society
and to create one united Nigeria, and in order to do this, they must
give the people a value system that is common to and respected by all
the ethnic groups in the country. How much of the values of Shehu
Dan Fodio can be replaced by values of the Military Government?
Traditional leaders, who were also custodians of religion, are
no longer accorded the same level of importance, and there is a denial
of the hierarchy of levels of authority among the people in today's
society. 'Twentieth century Western ideology denies or obliterates
the hierarchy of levels of authority in the universe as a whole. The
notion of an ordered hierarchy is an indispensable instrument of
13
understanding for Moslems. Without the recognition of level of being
or grades of significance, they cannot make the world intelligible to
themselves nor can they define their own position in the scheme of
the universe * It is only when they can see values as a ladder and
see man's position on that ladder that they can recognize a meaningful
task on earth.
Al the moment there is a conflict between the preservation of the
entire Nigerian society and retaining traditional religious values and
a question of whether both can be considered without putting one before
the other . Tnere is also a question of what should be the guide or
on what should the code of conduct be based. Perhaps it is man's
task or purpose to attain a higher degree of realization of his
potentialities as a human being, not to become an efficient working
machine
.
In 1976, a national pledge was instituted in Nigeria. Every
young person was supposed to learn it by heart, and in all schools,
the students were made to take the pledge at the beginning of the day.
The pledge is as follows:
"I pledge to Nigeria, my country.
To be faithful, loyal and honest.
And to serve Nigeria with all my
Strength, to defend the unity and
To uphold her honour ar.d glory,
So help me God."
Throughout the pledge, the emphasis is on service to one's
country. The country is the most important factor. Where does one's
loyalty towards one's self come in? When the State's demand clashes
14
with personal values, are Nigerians ready to give up their traditional
value system to preserve the security of the new society? These are
vital questions which many Hausa now have to wrestle with.
Alienation and Mental Health
In the traditional Hausa Feudal Society, the chiefs were
supposed to have the divine right to demand services from their subjects.
Usually the "Head of a Household" had about forty other people under
his control, including his wives and children, personal servants and
their wives and children, horse attendants and their wives and children,
et al. They all ministered to him, but at the same time he was obligated
by custom to protect them and provide them with food, clothing, shelter,
and medical care in the traditional standard of living. This system
is now called "Feudal Exploitation." Feudal Exploitation took place
in a system of mutual understanding and mutual human obligations and
thus was governed by certain restrictions. In a traditional Hausa
compound, it was hard to tell which were the landlord's children
and which were the children of the servants. They were all encouraged
to play and work together. They all went to the same Islamic schools,
and there existed a life-long friendship between their children due
to their common up-bringing. (Even today, many Hausa still keep their
fathers’ servants' children, even after the servant's death. They
take both financial responsibility and provide companionship for these
people .
)
15
Under the Feudal system, the amount given to an individual was
small, because of the large number under one man's care, but within
the culture it was adequate.
In a traditional Hausa village, it is hard to know who has
children and who does not. No one lives alone. Old and very young
people have someone to take care of them. Children are never
abandoned; old people are never pushed away. A sick man calls for
the sympathy and help of the entire family. The structure of human
relations is such that you are never alone. When you are born,
grandparents, sisters and brothers, and immediate cousins are there to
bid you welcome. The same persons attend the christening ceremony.
In a typical Hausa household, women often leave their homes to go
hundreds of miles away to live with a newborn baby for the first
forty days of his/her birth. At puberty ceremonies, marriages, and
deaths, people are there to share the joys and sorrows as the case may
be. You do not have to pay for this type of concern, affection, and
attention. When faced with difficulties, your family is there to
advise and help you in every respect. In modern Nigerian society,
this system is criticised and called feudal exploitation, but it is
forgotten that there is another type of exploitation in our modern
way of life.
The breakdown of the principle of human solidarity in traditional
Hausa culture has led to new forms of exploitation. Exploitation as
it exists today is essentially different, but it exists nonetheless.
Nov/, every man is expected to take a wage-paying job. In this case,
16
the worker or his labour is a commodity to be bought by the owner of
capital: the federal government, local government or private firm.
The worker is not considered to be better than any other commodity to
be bought or sold in the market. He is used to the fullest by the
buyer. Since a man's labour has been bought for the proper price on
the market, there is no sense o. reciprocity or any obligation on the
part of the owner of the capital beyond that of paying wages. If a
worker is found not to be producing sufficiently to the taste of the
buyer, he is dropped from the pay-roll. The buyer does not have to
v.orry about where the man's next meal is coming from or where he will
get the money for his coming wedding ceremony. Even if thousands of
workers are out of work and on the verge of starvation, it is simply
"bad luck," or the result of their poor ability and lack of talent,
energy or drive. They have only thesmelves to blame. A man is not
to grumble but should count himself to blame.
It is the law of the market that condemned a man
work for starvation wages, rather than the intention
or greed of any one individual. Nobody was responsible
or guilty, nobody could change conditions either. One
was dealing with iron laws of society, or so it
seemed (Riesman, Glazer, & Denny, 1953)
.
Today is the age of the use of man by man. More people own
Mercedes cars than in former years, but more people walk about aimlessly
looking for jobs in the cities, because the rule today is "each man
for himself, God for us all."
The basic concept of using a man's labor in the service of
others has nothing to do with cruel or non-cruel ways of human treat-
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ment, but with the fundamental fact that in the present economic system
xn Nxgeria one man serves another for purposes which are not his own
but those of his employer. The concept of use of man by man has
nothing to do even with whethei* one man uses another or uses himself.
The fact remains the same: that a man, a living human being, may
cease to be an end in himself, and become a means of exploitation in
order to increase the economic gain of another man. A person who owns
capital commands a person who owns only his life, and money becomes
more important than a man's life.
Critical readers may point out that the labor laws were made
by members of the society. It is true that in Nigeria, committees
are often formed to look into various aspects of life and make
suggestions. People who are drafted into these committees are often
professors of universities, lawyers, medical doctors and others
belonging to this elite class. Unfortunately, these people are the
minority in Nigerian society, and in any social situation in which
the minority has authority over the majority, the outcome is not
always satisfactory. Now, the traditional Hausa culture is called
into question. The individual's quest for moral and spiritual
advancement is in a state of confusion. Will the Spiritual Self
die a natural death? How much is modern man prepared to give in
order to maintain his spiritual well-being? This is a question not
only for Moslems, but also for Christians and the non-religious to
answer; it is by no means unique to the Nigerian situation. Every
developing nation has had to wrestle or is wrestling with this issue.
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Some believe they have found a viable answer; others are still searching.
Fron, the point of view of those (like the traditional Hausa) who believe
that spiritual values are of major importance, unless a nation answers
the question '.What is Many in terms of his spiritual needs, that nation
may die. This is the question, then, facing Nigeria today. Can it
transform its citizenry from the spiritual to the worldly and 'still
survive under conditions in which life is worth living?
The alienated Hausa man of the present age lives only with his
wives and his children. The educated Hausa man of today is contented
with one or two wives; three become a crowd. There is also some
attempt to save money for other good things of life. Servants are
encouraged to stay in the servants’ quarters and only go into the
master s compound when they are requested to do so.
Wnen a man is ill, he is quickly put into the hopsital and left
in the hands of nurses for attention. The immediate family can no
longer afford the time and patience to nurse a relative. In the
traditional culture, hospitals found it difficult to recommend
admissions, because, even in the case of a dying patient, the family
still wanted to be close and administer to the needs of the person.
Modernization has no doubt brought about alienation of the
individual from the physical and emotional support of the society.
Each man has to bear his own financial responsibility and solve his
own emotional problems. The result of this alienation is emotional
stress, and just as the physical body cracks under strain, so also
does the strain of modern living crack the psychic aspect of a
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pel son. A man's decision-making processes behave erratically when
overloaded, and his personality organization breaks down. When faced
with too many problems, it is often difficult to behave rationally.
Psychologists studying the impact of change on various
organisms have shown that successful adaptation can take place only
under moderate pressure: not too low and not too high (Hebb, 1955).
The central nervous system of the individual is made to take a certain
amount of excitation, and it will not work at its best in an environ-
ment which creates too much strain.
The number of mentally ill patients resulting from the Biafran
war clearly reveals the effect of stress in producing mental illness.
History has shown that combat soldiers often suffer mental illness as
a result of the uncertainty of the situation they are in over long
periods of time. A combat soldier is not sure of tomorrow. So many
things are happening around him at one time that he cannot assimilate
or process their meanings at once. He has no time for reflection,
thinking or planning ahead.
So many changes are occurring in Nigeria today which the Hausa
people have to adjust to that their condition is similar to that of a
combat soldier. Before they have a chance to assimilate and accommo-
date to a change or reject it, another aspect of their life calls for
still another change in outlook. This leads to long range penetrating
strain as described by Toffler (1970) in his book. Future Shock.
A soldier who suffers from this type of strain is sometimes
incapable of doing the simplest thing for himself and seems to have the
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mind of a child. Mental deterioration often begins with extreme fatigue
Following mental fatigue comes confusion and nervous irritability, and
the man overreacts to the slightest provocation, in the case of
soldiers at the war front, they cease to distinguish enemy fire from
others. In a combat situation, the final stage of emotional exhaustion
is loss of a will to live. The soldier gives up the struggle 'to save
his life. In the words of Swank (quoted by Toffler)
:
He became mentally dull and listless.
. . mentally
and physically retarded, preoccupied. Even his
race became dull and apathetic
. The fight to
adapt had ended in defeat.
Similarly
,
individuals in traditional Hausa society are faced
with change of the self-concept and loss of self-esteem and self-
coherence. The individual's self is undergoing a change of definition.
The "spirit self" is being asked to transform itself into the "social
self" as described by James (1890)
.
CHAPTER III
CULTURE AND PERSONALITY
Theories of thejtelutionship between Culture and Behavior
Kardmer (1943) developed the theory of "basic personality
structure" which he studied by analyzing the modes within the distri-
butional ranges of the individual's responses with respect to various
repetitive situations in his life. The individual's characteristic
modes of response to each life situation are mutually adjusted to the
extent required to prevent their mutual interference, and such
adjustments are the bases of the individual's functional integration.
Tne various modes also reflect the presence of a particular system of
attitudes and values common to the normal members of the society or
culture to which the individual belongs. When the cultural system is
strongly dominated by a particular attitude, the result is the type of
cultural integration described by Benedict (1930) . The major
contribution which the basic personality structure approach made to
cultural antnropology is that it provides a logical place for culture
(which is not a fixed entity) in the genesis of the various personality
types and of personality disorders. Such personality types characteristic
of a particular society are constellations of distinct, but mutually
related elements. When such a personality structure is recognized as
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the focus for the institutions comprised within a given culture, it can
be seen that such institutions need not be mutually consistent (except
to the degree required for their actual functioning) as long as they
are consistent with various aspects of the personality structures
involved in their maintenance.
Basing his conclusions on the results of clinical psycho-
analyses of individuals reared in American culture and the evidence
from other cultures, Kardiner established a dialectic between basic
personality structure and the institutions in the society which operates
through the medium of the individual. The institutions with which the
individual is in contact most closely during his formative years
produce in him a type of conditioning which eventually creates a certain
personality type. Conversely, this personality type, once established,
determines the reactions of the individual to other established
institutions with which he comes in contact and also leads to innovations
in institutions. Changes in institutions thus result in changes in
basic personality structure, while basic personality changes, in turn,
lead to modification or reinterpretation of existing institutions.
The strongest evidence for the validity of the basic personality
structure concept lies in the extraordinary correspondence of the
basic personality structures found in a society and that society's
techniques for early care and control of the individual.
Durkheim' s greatest contribution to the influence of society on
behavior was his study of social influences on suicide (1951).
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According to Durnkheim, social solidarity is of great importance in
human behavior. If social solidarity is weak, a number of pathological
consequences may occur, for example, suicide.
Durkheim originated the concept of anomie, which he defined as
condition of normlessness
,
a moral vacuum or a condition initiated by
a suspension of all rules. When people lack any form of social
direction, a condition of alienation occurs. In Durkheim' s observation,
this condition usually occurs after national crises which upset the
equilibrium of the people, and the regulative forces of tradition break
down. "Anomie" is a state of anxiety, social isolation, and purpose-
lessness.
Merton (1949) noted that certain conditions in a society, not
necessarily national crises, tend to pressure certain members of a
community into deviant behavior. A healthy, integrated society sets
up goals and purposes for its members and at the same time provides
means of attaining these goals. At each stage of his movement towards
a goal, each group member is rewarded, and such rewards make the effort
worthwhile. Much deviancy occurs in a society which provides goals
but does not give its members the means for achieving those goals.
Sometimes when the means are there but are not clearly defined, people
resort to deviant behavior in order to achieve their goals. When the
institutionally prescribed conduct for reaching goals is neglected,
the society becomes unstable and anomie results.
Merton developed a typology of modes of individual social
adaptation. Conformity results from clearly defined goals and clearly
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defined means or attainment. Innovative behavior results from clearly
defined goals but diffuses means of achievement. Ritualism results
from poorly defined goals and clearly stated means of attaining those
goals. Retreat ism (or withdrawal) results from poorly defined goals
with no means for achieving the goals. Retreatism may lead to suicide.
Rebellious behavior can be induced where there are no set goals and no
oCt means, or w.nere there are set goals and a defined set of means for
achieving the coals.
Durkheir contended that a strong collective conscience of moral
integration among members of a society is an indicator of societal
health, while a weak collective conscience and a lack of social
cohesion and integration indicates that the society is suffering from
a serious ailment. Social cohesion provides psychic support to group
members during life crises by relieving stress and anxiety . Excessive
individualism can lead to anomie, which can lead to social disintegra-
tion and to suicide.
Durkheim believed that a strong religious faith makes for greater
social cohesior and that what constitutes solidarity in a society is
the existence cf traditional beliefs and practices which are common
to most society members and are considered to be obligatory. The more
people who share the collective state of mind (for example, the
stronger the integration of the religious community) , the greater the
effect on the reservation of a society. He did not believe that
meaningful life is possible only by possessing a rationale, because
man is not governed by a material environment alone, but by a
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conscience superior to his own. He escapes the body's yoke, and is
subject to that of society, but the better part of his existence tran-
scends the body. Man does not want annihiliation
,
and the more he
thinks about death, the more he thinks of ways to transcend his life.
It is not enough for a man to try to preserve his name in work which
will create his memory in history, because the history itself will die.
People will forget, and records become old and forgotten, but man's
spirit will live on.
Max Weber, in his book, The Protestant Ethic and the Spirit o f
Capitalism (1958) , discussed the role of social values in the develop-
ment of capitalism and the psychological conditions which made the
development of capitalism possible. Capitalism, in the sense of great
individual undertaking, involving the control of financial resources
yielding riches to the owners as a result of speculation, money-
lending, social enterprise, and war is a very old social system, but
capitalism, as an economic system, based on the organization of legally
free wage-earners for the purpose of accumulating wealth by the owner
of the capital, and thereby interfering with every aspect of a society
is a more recent invention.
Weber believed that the capitalistic revolution was inevitable,
and capitalism as the prevailing economic system in Europe and America
is considered by most capitalistic nations to be a success, although
some people question the effectiveness of the system in terms of the
welfare of all members of a society. In the beginning, capitalism
was a hidden practice, because it involved a code of economic conduct
and a system of human relations which were sharp l y at
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variance with the
accepted scheme of social ethics and with the 1 «w<3 of the church and
state. It was so contrary to popular convention that the early
capitalists had to struggle very hard to establish it, and as soon as
it was established, people denied the values attached to it or that
there was any dramatic change in their value syni om ap a^p Its
defenders said that this new form of economic eniorprise was the result
of changes in the character of the economic envi onment, for example.
or
that it resulted from the capital accumulated in European commerce,
from expanded markets based on the growth of the population and
better transportation, from changes in institutional organization
was made possible by technological improvements l,ased on the progress
of science which led to the industrial revolutic M(
. Weber felt that
these changes contributed to the rise of capita I i sm but were not entirely
the cause of it. He believed that capitalism waq not based on economic
changes alone, but also on a change in psycho lo.j i ca ]_ attitude. He
argued that capitalism did not start with the Worthy and powerful; it
started with people with humble origins who wan I QCj to build up them-
selves and their families and who had forced thej r way up from humble
beginnings to wealth. One of their justifications for their struggle
in which the pursuit of wealth was seen not merely as an advantage but
as a duty. This new religious conception not only fitted into their
rationalizations but it also fitted into the traditionally wealthy
people's justifications; it tended to make them reel self-satisfied
and morally superior to the poor who were thus nmde to appear immoral.
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Weber saw this change in moral standards and religious belief as one
of the primary forces which allowed the doctrine of capitalism to be
converted into an important economic device. The life of business and
money-seeking which had previously been regarded as perilous to the soul,
acquired a new sanctity. Labour was no longer just an economic means
but became a spiritual end. Covetousness, if a danger to the soul, was
considered to be a less formidable menace than sloth. Poverty was no
longer a religious virtue, and if one had to choose between living in
poverty and engaging in a profit-making occupation, one would choose the
latter, because it had the stamp of virtue. Money-making and piety were
thus grouped together as allies
,
and the pursuit of riches
,
which once
had been feared as an enemy of religion, was now welcomed as its ally.
If capitalism began as a practical idealism of the aspiring middle-
class, it ended in an orgy of materialism.
Freud (1961)
,
in his book Civilization and Its Discontents,
written in 1930, saw Western man as living in a world which restricts
the satisfaction of his basic needs. Man has created civilization with
his own hands; he has conquered many secrets of nature and has made
himself into a demi-god. Man was quick to learn that all the mechanisms
he had created to make a better life do not in actual fact create
happiness. Certain requirements of Western civilization are against the
very nature of man, and he is continuously being pulled between his
natural needs and societal expectations. The instinctive nature of
man is one of aggression and satisfaction of sexual needs. Western
society puts prohibitions on the satisfaction of these needs. Freud
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believed that civilized man suffered constant conflict between his free-
dom and societal expectation.
Carl Jung (1957), for a time one of Freud's associates, also made
an analYsis °f the frustrations of man in contemporary society. Jung
felt that the individual who is not anchored in God can offer no resist-
ance to the physical and moral blandishments of the world; for this he
needs the evidence of inner transcendent experience which alone can
protect him from submersion in mass influence. In most Western societies,
the state has taken the place of God, which has resulted in mass
thinking and mass madness. Apart from the huge aggregations of people
in large cities in which the individual tends to disappear, one of the
chief factors responsible for the domination of the individual by mass-
mindedness is scientific rationalism, which robs the individual of his
foundations and his dignity. In modern Western society, man as a
social unit has lost his individuality and has become an abstract
number in the Bureau of Statistics. Jung pleaded that we abandon the
kind of social organization which leads to the tyranny of mass society
as it exists in the world today. This can be done by bringing to light
the true nature of the individual human being, the "undiscovered self,"
the real man as opposed to statistical man. Jung himself said that
this would not be an easy task, but that the defense against world
annihilation depends not upon mass movements for good, nor on idealistic
pleas for the prevalence of reason, but rather upon the recognition
of the existence of good and evil in every individual and on man's true
understanding of the inner self.
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Erich Fromm (1941), in his book, Escape from Freedom
,
analyzed
the problems facing the individual today in industrial society. Fromm
sees man as having two general needs: the need for relatedness and
the need for freedom. Man in the industrial age is alone, and he tries
to avoid this aloneness. There is a lack of relatedness in Western
man's values, symbols and behavior patterns. Such moral aloneness is
as frightening as physical aloneness, and he dreads it. On one hand,
man is given freedom by moral aloneness, but that freedom is not clearly
defined. At present, there is more freedom from instinctual and other
kinds of restraints which in the past prevented individuation. There
is also more freedom for the individual person to fulfill his innate
growth potential or the growth of his self-strength. Historically,
each step in the direction of growing individuation has threatened
people with new insecurities. Modern Western man has lost his cultural
ties, and primary boundaries once destroyed are difficult to rebuild.
While man is moving towards individualization, he finds that the present
economic and political system within which he is operating is not
conducive to the development of his individuality. Therefore, he falls
back on the ideology of his social group for direction and thereby gives
up his freedom.
In Nigeria today, especially in the case of the Hausa tribe,
the twentieth century is a period of ideological revolution. With the
successful oil boom and the newly acquired wealth, more emphasis is
being placed on new ways of utilizing the oil wealth, and traditional
cultural values do not always agree with the values engendered by
CHAPTER IV
CULTURE AND PERSONALITY IN CHILDREN IN AFRICA
Whiting and Child (1953) looked at the broader relationship
between personality development and cultural setting. Rather than
describing in detail the life patterns of one culture, they attempted
to test general hypotheses across cultures. Two aspects of socializa-
tion the authors analyzed in terms of psychoanalytic and behavior
theory were child-rearing practices and the attitudes toward illness.
Although the aevelopmental sequences on which child-rearing practices
are based are universal in the sense that all parents deal with the
same type of problems (e.g.
,
infant care, weaning, and toilet training)
,
each society has developed a characteristics way of handling them.
Whiting and Child made cross-cultural studies of the child-rearing
practices related to dependence and to the oral, anal, and genital
levels of sexual development by rating them on 1) initial indulgence,
2) the age at which socialization begins, and 3) the severity of the
socialization.
The authors saw these systems as playing a large part in
personality processes which mediate between the culture which produces
them and the culture which is perpetuated. From their work, Whiting
and Child concluded that the general notion that cultural integration
is achieved through personality processes is valid. They also felt
that there are some concepts of personality development which hold
true universally.
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In order to understand why cultures foster different personality
processes, Barry, Child and Bacon (1959) looked at socialization as it
is related to the economic system within a culture. They hypothesized
that the emphasis in socialization would be toward the development of
behavior especially useful to the adult economy. If, as the authors
suggest, the economic role tends to be generalized to the rest of
behavior, predictions might be made about the typical character develop-
ment of adults in different subsistence economies. The authors looked
at training for obedience, responsibility, nuturance, achievement, self-
reliance, and general independence, and rated 500 societies on these
dimensions. They then summarized their findings by saying that
pressures for obedience and responsibility are found in cultures with
high—accumulation economies whose food supply must be protected and
developed gradually throughout the year. On the other hand, "pressures
toward self-reliance and achievement should shape the child into. . .
independent adults who can take initiative in (gathering) food daily
from nature and thus ensure survival in societies with a low-accumulation
economy.
"
Cross-Cultural Studies of Personality in Africa
In 1937, Nadel worked in the area of socialization as it affects
personality development among the Nupe and the Yoruba of Nigeria.
He
conducted two experiments. The first required the subjects to repeat
a story that was told to them: once later the same
day and again xn
one week. The second part of the experiment was for
the students to
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look at six pictures, after which they were asked to write a description
of them. They were asked to do this again a week later but were not
shown the pictures the second time. From this experiment, Nadel con-
cluded that the Yorubas, who had a highly-developed realistic image-
art, drama and religious system, stress rational elements, logical
cohesion, and had a strongly pronounced meaning-oriented approach to
observational data. The Nupes, whose beliefs revolve around abstract,
impersonal and magical principles, are more detached and more sensitive
to spatial and temporal arrangements. The Nupe tended to stress unity
and emotional tone in the situation, rather- than the facts or meaning
and rational consistency emphasized by the Yoruba. Nadel attributed
these differences in psychological orientation to differences between
the tribal cultures.
Marie Knapen (1953, 19o2) looked at a Bacongo culture and related
its socialization processes to the personality development of the
children. She compared Western society with the Bacongo society in
terms of six characteristics. First, in Western society, emphasis is
placed on searching for individual values, while in Bacongo society,
social values are sought. Second, the child in Bacongo society has a
realistic education, characterized by participation in real-life tasks
while the Westerners were exposed to a detached educational system
which involved abstract ideas. Third, whereas discipline appeals to
the personal aspiration level of the Western child, it appeals to the
social duty of the Bacongo. Fourth, Western society encourages the
child to "grow up," while in the Bacongo society there is a feeling of
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certainty that nature looks after normal growth. Fifth, while the
Bacongo society stresses maintenance of the norm. Western culture
places emphasis on the unique and exceptional in the individual.
Sixth, the Western individual has intense affective ties within a
constricted group, a heightened level of consciousness of self, a
sense of responsibility, a regular occurrence of guilt feelings, a
feeling of independence, and a spirit of individualism. In contrast,
the individual in the Bacongo society has affective relations of low
intensity with a large number of people, a relatively weak conscious-
ness of self, a preponderance of fear of others rather than a sense
of guilt, intense feelings of dependence, and a collective spirit.
Corahann Okorodudu (1966) related the effects of the existing
culture on achievement motivation among the Kpelle of Liberia. Her
work began with a thorough and objective description of socialization
within the tribe. In her research, she compared three types of house-
holds: polygynous, nuclear, and mother-child. She also considered
the differences which might occur as a result of father absence, marital
status of the mother, and the household shifts of the child due to
adoption. Some of Okorodudu' s results indicated that children from
homes where the father is present (nuclear) have higher need achieve-
ment. The children of monogamous mothers are higher in need achive-
ment than the children of a polygynous mother. It is interesting to
note that in polygynous families, the children of the second wife scored
higher than those of the first.
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Okorodudu hypothesized that boys in nuclear families are pre-
occupied with achievement, because they are striving to achieve the
status of the boy from the polygynous family. (In the Kpelle tribe,
polygynous families have the highest social and economic prestige.)
However, tne boy in the polygynous family household, competition is
perceived as disruptive and there is a low emphasis on overt achieve-
ment. In a polygynous family, a boy's maturity means that he must take
on the responsibility of the large family. Thus, he frequently remains
a "child” as long as he can.
The above are only some of the hypotheses offered by Okorodudu,
and her work has many implications for those interested in the problems
of education in a culture where motivations may be quite different
from those found in Western societies.
Cross-Cultural Studies of the Self-Concept
I-Iallowell (1967) observed that early missionaries, traders,
and explorers who were neither trained anthropologists nor psycholo-
gists had one decided advantage over later investigators: they were
able to observe people as individuals. Missionaries and traders,
unlike modern anthropologists, were not primarily interested in the
people as informants from whom a generalized picture of the culture
was to be built up nor as subjects from a sample in a population,
whose physical and mental, traits were to be measured. For example,
early observers in America were forced to deal with the Indians much
more as differentiated personalities. Part of their task was to obtain
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insight into the character of the Indian in order to devise ways and
means for influencing them towards certain ends. The fact that many
missionaries did achieve their goals is a clear indication that they
were hearing what the people were saying, not just hearing what they
wanted to hear. Many cross-cultural psychological hypotheses are based
on a failure to hear what the people are saying within a culture which
is foreign to the observers.
The basic orientation of a culture is of vital importance in any
cross-cultural study of the self. Hallowell, in his work with Indians,
suggested five methods of studying the self cross-culturally : 1) self
orientation, 2) object orientation, 3) spatio-temporal orientation,
4) orientation in time, and 5) motivational orientation. Looking at
self-concept within these five areas should give an adequate insight
of differences in self structure in different cultures.
Very few cross-cultural studies of self-concept have been made.
Several studies, using the TSCS (Tennessee Self Concept Scale), have
compared psychpathology in different countries (Fitts, 1971) . Again,
the standards used to determine who is psychologically disturbed in a
particular culture are set by an outside observer. Lamarche (1968)
reported results for a small group of schizophrenics (N — 23) and
depressives (N = 15) . Stein (1966) used the TSCS to compare problems
of adjustment of Irish and Italian adolescents. She found the scores
on positive self concept, self criticism, and the three variability
scores to be very effective in distinguishing emotionally disturbed
Ss from normals in different cultures.
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There is no record of any published research done specifically
on the area of self-concept within any ethnic group in Nigeria. LeVine
in his work, Dreams and Deeds (1966) inferred level of self-esteem in
relation to achievement motivation in three Nigerian ethnic groups:
the Hausa, Ibo, and Yoruba. With a limited knowledge of these cultures,
he hypothesized that the Hausa' s would exhibit the least achievement
motivation and the Ibo, who are traditionally occupation-oriented would
exhibit the greatest amount of achievement motivation and that the
Yoruba would be intermediate.
Levine's study was done with fifth and sixth form pupils. (Ss
were 65 Haus, 33 Northern Yoruba, 106 Southern Yoruba, and 138 Ibo,
ranging in age from 15 to 28 years.) To assess the degree of the pupils'
"need achievement," LeVine did an analysis of their dreams. He asked
pupils to report both their most recent and most recurrent dreams.
From these data, he concluded that traditional patterns, rather than
the level of parents' education, religious affiliation, examination
anxiety, or physiological drive determine the degree of need achieve-
ment within the three tribes studied. The rank order of tribes on need
achievement was as predicted: The Ibo were highest; Yorubas were
intermediate, and the Hausa showed the lowest need achievement. LeVine
inferred from these data that the self-esteem of the Hausa was low in
terms of status mobility differences in these cultures, the Hausas
rarely seeking upward mobility in the Western sense. This explanation
shows a lack of knowledge of the influence on the self of the meta-
physical aspect of the cultures he was studying. The nature of Being
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differs among the Hausa, Ibo and the Yoruba, and this factor- cannot be
underestimated in a study such as the one conducted by LeVine. Self-
esteem in the Hausa is not closely connected with need achievement of
social status in the Western sense.
Traditional Hausa Childhood
Traditional rural Hausa children are born into an extended
family in an agricultural culture in which their birth is not only
welcomed but is celebrated by immediate family members and relatives.
Young infants are carried in a sling on the mother's back and are
breast fed; thus they have close physical contact and their needs are
quickly and consistently met. They are usually cared for by their
mothers, but they are also cared for and played with by many relatives
and may be surrounded by as many as 25 children in their compound. They
are usually free to play with or visit peers as soon as they are able
to walk.
When a new child is expected, the just older child is weaned
by being sent to live at a familiar relative's house for one or two
years, a custom which cements the bonds of the extended family.
In the large family compound, the children form special attach-
ments to adult relatives, to siblings or to children of workers in the
compound. They frequently visit relatives for several days or weeks.
Before the age of 5, children often p.^ay in the sand together and
engage in role-playing games (dramatic play) . Later they play games
such as jackstones and dance together in imitation of adults or may
sing their own songs spontaneously.
From an early age, girls help their mothers with the h
duties: cooking, washing, fetching water from the well, tho
for younger children. They often work in pairs, and while wc,
they talk and tell tales to each other. Later, they learn tc
baskets, dye materials, and sew. Adolescent girls visit eael
often and spend the night at each others' houses, much as in
Rural Hausa girls can marry as early as 12 years of at
the average age of marriage is about 15 years. Marriages ar*
by the parents, but the girl has a choice to accept or rejec i
chosen for her.
Thus, Hausa child-rearing practices emphasize affilial
cooperation and helpfulness from an early age. Achievement
through being given early real responsibility in the work of
community. Early marriage prevents sexual conflicts, but it
1 uisehold
earing
' king,
1 weave
' other
America.
i<’, although
1 arranged
the boy
i on and
f? encouraged
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also may
prevent the girls from seeing the need for secondary school education.
CHAPTER V
CULTURE AND MENTAL ILLNESS
As late as the early nineteenth century, the concept of mental
illness did not exist. People who were mentally ill were said to be
"insane," and other people were generally afraid of them. Then the insane
were labeled "mentally ill," and were for the first time treated as
human beings (Smith, 1969) . They were moved from the asylums (which
were like jail-houses) into hospitals where they were given medical and
nursing care. In the present century, the progress from the concept
of being insane to being mentally ill was influenced by Freud and the
spread of "dynamic psychiatry" which was characterized by individual
psychotherapy. Most state hospitals even today cannot provide individual
psychotherapy, because of the shortage of trained psychotherapists and
the cost of individual psychotherapy which limits its use to the upper
and upper-middle classes.
Today, mental illness is seen not just as a physical or functional
breakdown but as growing out of the breakdown of a person ' s support
system in the society, either the family or other institutions in the
social system. The realization that social institutions are involved
in the causation of psychiatric disorders has led to extensive work on
the relationship of culture co mental illness.
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By the beginning of the twentieth century, it was realized that
man is not only a creature responsive to his biological or psychological
needs, but he is also a creature of his social and cultural environ-
ment, responsive to social evaluations and attitudes as these impinge
through family systems, art, religion, science, work, and leisure.
These institutions are themselves unconsciously patterned into -typical
ways of thinking, acting, and believing. Customs and beliefs constantly
influence our conscious and unconscious functioning. The texture of
our conscious existence and the fabric of the unconscious motivation
of our daily lives are constantly affected by our patterns of culture.
Language is a part of culture. For adaptation and survival,
human beings in all cultural groups speak a common language. The ability
to communicate in symbols is culturally and biologically based in the
human species. When an individual's internal communications or
communication with others are in conflict which the person cannot
resolve alone, this may lead to psychopathology.
Definition of Culture
Webster's International Dictionary defines culture as the total
pattern of human behavior and its products as embodied in thought,
speech, action, and artifacts. Culture is dependent on man's capacity
for learning and on transmitting knowledge to succeeding generations,
through the use of tools, language, and systems of abstract thought.
Culture also includes the body of customary beliefs, social forms and
material traits, constituting a distinct complex of traditions of a
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racial, religious, or social nature.
Kluckhohn (1951, 1954), Benedict (1934b), and Mead (1928) consider
culture to be an omnibus term, designating both distinctively human forms
of adaptation and the distinctive ways in which different human popula-
tions organize their lives on earth. Humans are seen as having a
common set of adaptive goals, many of which they share with other
animals, but as having the unique capacity to achieve them through
acquired behavioral characteristics (patterns of culture) which can
vary v/idely from one population to another and can be communicated
through language. Culture is often defined against the background of
the physical and biological environment to which a human population
must adapt in order to survive. On the other hand, culture can also
be seen as constituting an environment for the members of a population.
Most anthropologists consider an individual's personality to be a product
of his culture. Freud (1961) felt that to understand the relationship
between the inner and outer worlds of human beings requires an analysis
of the culture as well as of the psychic structure of man. The study of
culture is necessary to understand the relationship between internal
conflicts and the external world. Psychopathology involves conflicts
between instinctual needs and basic cultural values or the relative
standards of normality in a particular culture or subculture.
From the definitions given earlier, it is evident that culture
influences child-rearing practices, socialization, moral development,
religious values, and attitudes towards health and illness. These
elements affect culture, and culture affects personality development.
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Recently, more social scientists have studied the effect of
culture on mental health in the developing countries. As early as 1934,
Fans concluded that schizophrenia did not occur in the Belgian Congo.
In 1929 Seligman had carried out a similar study of the occurrence of
schizophrenia among t-he Papuans and reported that it did not occur
except where the people had adopted Western civilization. In Kenya,
Carothers (1948, 1953) found that the Kenyan colonists had a lower
incidence of mental disorder compared with the traditional Henyans who
were trying to adopt the colonists' style of life.
In Western countries, the number of persons hospitalized for
psychiatric disorders equals the number of cases for all other illnesses
combined. Most of the cases of mental illness consist of the
schizophrenias, depressive states and severe psychoneuroses (Opler,
1956) . It is estimated that one out of every twelve persons will
develop mental illness at some time in their lives and that one out of
sixteen Americans suffers from mental illness, and this estimate does
not include psychosomatic ailments, cases of suicide, delinquency and
sexual disorders.
It is possible that urban living may induce some forms of psycho-
pathology. In an urbanized life style, the following changes may be
observed: 1) values become worldly and based on fulfillment in the
present, as distinguished from values which are spiritual and eternal.
People in urban settings tend to feel that they are no longer under
religious control and are not bound by traditional ethnics. 2) Upper
status people in the largest cities have a high rate of residential and
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personal mobility. They meet more people, but tend to be less attached
and to form more diverse and individualized communities 3) Urban
neighbors tend to be more remote and less caring than rural neighbors
(Kluckhon, 1954)
.
An urban society is usually heterogeneous in cultural tradition;
it is individualized rather than integrated, and it emphasizes secular
rather than religious values. Urban areas are characterized by
population density which may lead to stress from overstimulation.
Exposure to a variety of ideas and persons also leads to a greater
sophistication.
There is a question of whether rural communities, in general,
have better mental health than urban ones (Eaton and Weil, 1955). It
is difficult to compare the incidence of mental illness in urban and
rural settings; in some cultural configurations, rural maladjustments
may exceed the urban. From the point of view of the emotional life
of rural and urban people, little is known anthropologically or
psycho-
logically about the effects of the social and affective qualibies of
family structures in rural or urban settings or the effect of
different
community organization on the incidence of psychiatric disorders.
More importantly, little is known about the role of
self-concept or
the value individual persons place upon themselves
and on their
environments in leading to psychiatric disorders.
Both Carpenter (1953) and the Berndts (1934) have
documented
cases of psychoses in rural primitive cultures
which were relatively
untouched by Western technology. The settlements
studied were made
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up of people from diverse backgrounds, and the settlements had
existed for only three generations. In both studies, religious values
and conceptions were ingredients in the symptoms of the mental disorders,
for example, fear of witches and identification with an. omnipotent
diety were important -in the psychotic delusions. These findings explode
the myth that rural living in non-Western societies does not ever lead
to psychopathology.
Mental illness can be induced by severe stress in any cultural
setting. According to the principle of homeostasis, the greater or
more prolonged the stress the individual is exposed to, the more energy
the regulatory devices of the ego must expend to restore homeostatic
balance. Urban life with its heterogeneous culture is more likely to
produce severe stress which may or may not be present in a rural setting.
Stressful situations such as overcrowding, unemployment, a confused
value system, loneliness, and alienation are more likely to occur in
urban than in rural settings.
Severe emotional stress can be created by conflicting value
systems in persons living together. Anyone who has lived for a pro-
longed period in an alien cultural environment, trying to understand
the point of view of the people and to participate in their social life
has had an experience which allowed him to distinguish between merely
conforming to their standards of behavior and sharing their deeply felt
interests, tastes, and aversions. No matter how successful an alien
person is in meeting standards of speech, politeness and social participa-
tion or in developing friendships and understanding, it is unlikely
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that he will replace his desires, fears, and fundamental values with
those common to the alien culture; rather he is more likely to become
more aware of how attached he is to the values, concerns and feelings
characteristic of the people with whom he grew up, particularly if the
alien society does not meet his basic needs. If the cultural values
of the alien person are questioned by the host culture, this can produce
an intensely stressful situation. Conflicts of dominant values in the
two cultural systems place the individual who is different into an
extremely stressful situation.
Recently, there has been an increasing incidence of psychosomatic
afflictions in modern industrial communities, apparently because the
emotional lives of the masses of people have become increasingly
frustrated or distorted. Creativity has been increasingly frustrated,
and the need to achieve safety or security has led to an increase in
the use of obsessional defense mechanisms. Standardization and mass
production have led to a general feeling of aimlessness and a decline
of firm life goals and values.
Cultural Relativism and Mental Health
In the early part of this century, psychopathology was studied
largely from the perspective of Western culture, and little was written
in the area of cross-cultural psychiatry. The general belief was that
psychopathology could not be studied cross-culturally , because what is
normal in one culture may be abnormal in another, depending on t>ne s
orientation.
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It has long been recognized that one culture cannot be inter-
preted or evaluated in terms of the categories of another, and a custom
oz belief which is functional or valuable in one culture may not be in
another (Boas, 1919)
.
"Normal" and "abnormal" are statistical concepts (normal meaning
average)
,
and certainly what is normal behavior in one culture is not
necessarily normal in another. But one must not confuse "normal" and
"abnormal," defined as statistical concepts, with the use of these
terms to mean what is desirable or undesirable in a broader human or
moral sense (Benedict, 1934a) . One must ask the question "valuable to
whom at whose expense?" Are all behaviors which are adaptive to a
culture in one sense necessarily good or desirable? Were the measures
used by Hitler which resulted in an increase in the prosperity and
power of the German people desirable? Approval of Hitler was a "normal"
attitude for the Germans, but was it good or desirable in terms of
others or even in terms of the German people themselves? Are there
human values which can apply cross-culturally?
Wegrocki (1939) sees maladaptive behavior as a reaction which
represents an escape from a conflict rather than a resolution of a
conflict. Wegrocki suggests that as long as a person is happy with
his behavior and does not suffer internal conflict, he is "normal."
Szasz (196 1) and Laing (1964) are convinced that mental disorders
are not only culturally defined but are also created by a culture.
Many cultural anthropologists still believe that we cannot distinguish
insanity from sanity cross-culturally, because what is considered to
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be normal in one culture may be viewed as aberrant in another (Benedict,
1934a; Rosenhan, 1973).
In 1976, Murphy came to a different conclusion as a result
of her findings while working among Alaskan Eskimos and the Yorubas
of Nigeria. Her study was concerned with the meanings attached to
behaviors distinguished in these cultures which would be labeled mental
illness in Western society, she discovered that mental illness,
especially schizophrenia and manic-depressive psychosis are labeled as
insanity in urban Yoruba groups and in the Eskimos and that this
demonstrates that there is a relationship between what is called sanity
or insanity between Western and non-Western cultures. In Murphy's
study, persons with schizophrenia or in the manic phase of manic-
depressive psychosis were described cross-culturally as not being in
control of their behavior and as having a distorted view of "reality"
which others in the cultures could not understand. Neuroses were not
described in terms of patterns, but neurotic symptoms such as intense
anxiety were described.
Mental disorders such as schizophrenia or paranoia or hysteria
can occur in any culture, but the content and form of expression of
the symptoms will depend upon the culture and on the individual
experiences of the patients suffering from these disorders.
A Cross-Cultural Definition of Mental Health
The writer believes that there are certain personality character-
istics and moral qualities which can be of value in any culture. These
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characteristics or qualities do not have as their goal the mere survival
of a human being or of a culture, because sometimes it is better to risk
survival in order to attain higher values.
The highest moral value which I consider indispensable for human
integrity and human happiness or fulfillment is the age-old value of
trust. This trust is based on human love and caring for others, and
on a power higher than that of human beings and towards which human
beings spend their lives trying to understand and adapt their lives.
In the structure of the self or ego, moral values merge with
the concept of ego strength. Thus self-awareness is based on honesty,
and self-esteem on love and trust. Self-image is knowing realistically
who you are and what you want to become (ideal self) which permits a
realistic level of aspiration. Knowing who you are allows you to behave
in such a way as to enhance awareness of inner being. Awareness of
self and ideal self also allows one to control one's behavior.
Awareness of one's needs for love and also one's needs for
mastery or competence will help regulate the conflict between affilia-
tion and achievement which plagues the people in Western society today.
The sacrifice of affiliation for achievement can lead to depression
and to exaggerated forms of aggression and competition, which can lead
to anxiety and neuroses and character disorders. See Appendix E for
a detailed analysis of the relationships of culture, self-concept,
and psychopathology.
CHAPTER VI
MENTAL ILLNESS IN NORTHERN NIGERIA
In Western countries, before psychiatry became a medical specialty,
people attributed mental illness to evil spirits or possession by the
devil. Similarly, in traditional Nigerian society, before the advent
of medical psychiatry, people attributed mental illness to a curse of
the gods. In some groups among the Hausa, certain hallucinations are
termed holy visions, and the person hallucinating, far from being
considered cursed, is held in high esteem, especially if the hallucina-
tion is concerned with what will happen in the future. Early in the
twentieth century, Nigerians had their traditional ways of analyzing
symptoms of mental illness. They consulted the medicine man, and he
would speak with his charms to get some information about the status
of the patient. In most cases hallucination was interpreted as
possession by good or evil spirits. The "Bori" (an illness in which
the patient has fits and foaming at the mouth) was considered to be
possession by the devil.
As early as the late nineteenth century, psychiatry as it is
known today, began to emerge in Southern Nigeria. Some students who
went to England to study medicine were beginning to come home, and a
new current of knowledge of mental illness began to generate. Although
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people still took their mentally ill patients to the medicine man,
they no longer lived in fear of the power of the patient over their
lives. Prior to this, a psychotic or neurotic patient was looked upon
not as a living being, but as a spirit, capable of inflicting physical
or emotional injury and as having supernatural power over life and
death. When medically trained persons said there was nothing • super-
natural about mental illness, the frequency of persons saying they
were possessed by a spirit dropped. In the past, a man who was possessed
by a holy spirit did not have to work for a living, because the rest
of the people in the village would go to him to get him to arrange
a prosperous future for them. No one would approach anyone possessed
by an evil spirit, because he was believed to be capable of great harm.
Hence, he was protected in the society; his family and his possessions
were safe. He might suffer from isolation, but usually nobody attempted
to harm him. If he became angry, people would appease him by giving
him gifts, so that in many ways he had some advantages over hard-working
people. He did not have to pay taxes, and he could walk into the open
market and seize food without paying for it.
When medically trained persons declared that the above behaviors
were symptomatic of psychoses or neuroses, i.e., were mental illnesses,
people's attitude towards the mentally ill changed. Like any other
terrible disease of that time (e.g. , tuberculosis and leprosy), mental
illness was believed to have been the result of some evil doing by
the patient's ancestors. For this reason, psychotic patients were
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then driven from house to house; stones were thrown at them; and both
children and adults treated them without mercy. In some villages they
were driven out and made to look for a place to live elsewhere.
Because of this treatment, most mentally ill persons died off
without care. People who had mentally ill relatives threw them out of
the house, because they were ashamed of them or they were kept locked
in the house for fear the neighbors would discover they had a mentally
ill person in their family.
In about the early 1950's, people v/ere beginning to look for
hospital care for their mentally ill relatives. Up until that time,
there were very few mentally ill patients in medical hospitals in
Nigeria (about an average of one person in a village of 20,000). The
few cases were treated in the regular hospitals with drugs to calm them
down or to alleviate depression.
In the Northern region of Nigeria (the area occupied by the
Hausas)
,
the first psychiatric ward was established in 1959 in Zaria,
which is now part of Kaduna State. A psychiatric ward was created
by the medical officer in charge of the hospital at that time. Although
he was a European (which made it difficult to diagnose mental illness
in Nigerian culture)
,
he apparently felt the need to separate mental
cases from other patients. Because he was not a psychiatrist nor a
psychologist, he was not able to diagnose the actual types of mental
illness and kept the patients on sedation.
At about the same time, an asylum was created out of part of
Kaduna Prison. Patients who became violent and could not be kept quiet
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were sent to the prison asylum. In 1959, there were 10 patients
admitted to the psychiatric ward and 2 patients admitted to the asylum.
In 1962, the Zaria hospital had its first Nigerian psychiatrist,
a man by the name of Dr. Oshodi, who was in charge of the entire
general hospital.
Most of the early cases of mental illness admitted to the hospital
were men, possibly because in Islamic culture, women still remained in
purdah and were not allowed out.
In 1966, just after the civil war, a large increase occurred in
the number of neurotic and psychotic patients admitted to the hospital.
The number of in-patients rose from 6 to 52. At this time, Dr. Oshodi
hired a male psychiatric nurse, Mr. Kolade, and together they pioneered
the first psychiatric unit of the hospital. As the patients admitted
after the war were psychotic cases, Dr. Oshodi proposed the psychiatric
hospital now in Kaduna, and by December, 1966, the Northern Nigerian
government gave Dr. Oshodi a temporary building, now known as the "old
A.B.U. hospital."
Admission into the hospital was free, and each local authority
hospital sent its mental patients to the mental hospital. The hospital
administration became the best in the country. The patients were
allowed to move around freely, except when that proved dangerous. All
patients admitted had members of their families staying in the ward
with them. There was free food for the patient and his relations.
This was necessary in order to encourage the people to come. Even in
the late 1950's, many people would not allow a member of their family
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to go into the hospital alone. In the old A.B.U. hospital, the patients
were well-cared for, and in some cases had better food than they would
have had in their own homes.
Activities for the patients varied from farming, cutting grass
and fetching water for the men, to cooking sewing, cleaning, washing,
i^oaing tor the women. Some of the patients were allowed to go
home on weekends, depending on how severely handicapped they were.
By 1970, the hospital admission had tripled. There were 110
patients admitted, and they were patients who were referred by other
hsopitals
,
by courts, by welfare offices, or by relatives. With only
one psychiatrist, the hospital could not cope with the number of in-
patients and out-patients. After the creation of the states in Nigeria,
Kaduna State requested a mental infirmary to take care of the psychotic
patients who were homeless and were sleeping by the roadside. In 1970,
a mental infirmary was built to care for these patients.
Although a marked increase in mental patients admitted to the mental
hospital has occurred during the last decade, one cannot conclude that
there has been an increase in the incidence of psychosis among the
Hausa, because the incidence of psychosis before there was a hospital
is not known. It is a speculation only that the social unrest and
cultural change experienced at this time led to an increase in mental
illness
.
CHAPTER VII
SELF-CONCEPT IN WESTERN PERSPECTIVE
History of the Self-Concept in Western Culture
The search for a definition of self has been the concern of
four interrelated disciplines; psychology, sociology, anthropology,
and philosophy. All these disciplines have been much concerned with
the nature of man and the meaning of man's existence.
Prehistoric accounts of the mythology of early man indicate
that, even then, people were concerned with the nature of man. Just
as they were concerned with food-gathering, they also took time to
discuss the nature of the non-physical, psychological self. The notion
of purpose and meaning as guiding forces in human life go back at
least as far as Socrates, whose life was spent in trying to define
what is a good man. European philosophers, particularly after the
Reformation, describe the nature of the self in terms of the soul versus
the body, and this division was further developed by theologians who
stressed the immortality and the superiority of the soul to the
physical self. Throughout history, the question of "What is Man?"
has probably been asked anew by each generation.
A change of thought came into being in 1644, when Rene Descartes
hypothesized that man may doubt all other things, but one thing he
cannot doubt is the fact that he exists. Descartes reasoned, that if
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a man doubts, it is because he is thinking; therefore, he must exist.
Other philosophers, such as Spinoza, added their ideas about the non-
physical aspect of man and stressed the concepts of mind and soul
and that there is a self beyond the object self.
The position -of the current behaviorists that life is guided
by pleasure or pain goes back at least as far as Bentham (1789) who
was refuted by John Stuart Mill (1838) who admitted the influence of
pleasure and pain on a primitive level of behavior, but added that man
is capable of pursuing spiritual perfection as an end in life. Man
could also be influenced by his own standards of excellence (beauty,
order) and could be motivated by honor and dignity, power, and a desire
for action.
Early psychology, a discipline which combined philosophy and
physiology, also attempted a definition of self. One of the earliest
psychologists in America, William James, who was also a doctor trained
in physiology and a philosopher, may have been the first psychologist
to write extensively about the self.
James (1890) defined the self as the sum total of all a person
can call his own, for example, his clothes, his house, his wife, his
children, his ancestors, his friends, his reputation, his work, his
land, his watch, his bank account, etc., insofar as all these give
rise to similar emotions. Self, to James is made up of 1) material
self, 2) social self, 3) spiritual self, and 4) the pure ego. Material
self is made up of the body, the clothes, the house in which he lives,
and his immediate family. Social self is the recognition that he gets
from his mates. We are not only gregarious animals, liking the company
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of our fellow men, but we also have an Innate need to be noticed and
liked by them and are angry if we are not noticed. A man has as many
social selves as there are people who recognize him, for example, his
children, employers, ministers, etc. People whom he respects and
wishes to impress will influence his self development.
The spiritual self constitutes man’s psychic disposition. He
takes a purer self-satisfaction when he thinks of his own ability to
argue or discriminate, his morals and conscience, than when he surveys
his possessions. This type of self only develops as a result of
reflection, by thinking subjectively. Thought is a different level of
existence from reacting to things, because many kinds of thoughts are
not of things, e.g., pleasurable emotions; others are of nonexistent
things, e.g., errors and fictions, while others are symbolic, abstract
ideas and concepts. If the stream of thought, as a whole, is identified
with the self more than the outward portion of the self, it becomes
our innermost core self, the center of the circle one labels as the
self. The outer self can be disowned at times and the core self still
remain intact.
George Herbert Mead (1934)
,
an American philosopher and
psychologist, was concerned with the development of the self in relation
to society. He felt chat the conception that self could exist without
society is not valid. Mead argued that human life itself cannot exist
before society, and that self cannot emerge before a society is
formed. Mead observed that some philosophers believed that man first
lived in a state of nature in which each individual pursued his own
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interests. This individual pursuit of satisfaction resulted in a war
against all; therefore, in the interest of self preservation and to
render their satisfactions more secure, men contracted with each other
to form a society.
Mead and John Dewey (1916) theorized that the human individual,
endowed with mind and self, is the product, not the creator of society.
Self is a social construct and arises from social experience and cannot
arise outside of social experience. Mind and self arise only in social
interaction, and communication cannot occur prior to society; there-
fore, it is impossible for mind and self to exist before society.
Mead's and Dewey's conception of self can be summarized by
three major propositions: (a) Society is the source and root of
communication in the form of language or other symbolism or non-verbal
communication; (b) Communication and symbols give rise to thinking
and all forms of mental synthesis; (c) Thinking and synthesizing are
the basic ingredients in the development of the "I" and "Me." The "I"
is the intimate self, the part which distinguishes self from society
and constitutes an individual's freedom. The "Me" is the internalized
values or the society and is also the acting part of the self, what-
ever the "Me" does has to be checked by the "I." The "I" may be equated
with conscience.
Freud, (_he father of psychoanalysis looked at the self in terms
of the functioning ego (Freud, 1927; Fenichel, 1945). Freud divided
the personality into the id, the ego, and the superego. The id consists
of the instincts or drives. It is unconscious and is dominated by
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pleasure seeking or release of tension. The superego is formed by
intro j eating the moral constraints of the society operating through
the influence of the parents' prohibitions and sanctions on the child
and the child trying to please and become like his parents to gain their
rewards and power.
The ego included what is commonly thought of as the self.
(Freud’s word for ego, "das Ich," means "the I." The first trans-
lation of Freud used the Latin word, "ego," instead of "U," "it,"
and super-I. 1 ') The ego is that part of the id which has been modified
by contact with external reality. One of its main functions is reality
footing. The ego controls perceptual and motor behavior. It is
involved in learning, judgment, reasoning and logical thinking. It
operates by the secondary process: delaying the discharge of tension
until an appropriate time. The ego also has an intrapsychic integra-
tive function to the id and superego, and it modifies both id impulses
and the superego to accord with external reality. Most of the ego is
conscious or preconsious, while part of it (particularly the defense
mechanisms) is unconscious.
Adler (Loevinger, 1976) believed in the spontaneous striving
for self-realization as the moving force in ego development. In his
later work, Adler stressed the importance of the unity and coherence
of personality. In contrast to a person's goals or purposes in life
which he refers to as guiding fictions
,
meaning the schemas or goals or
purposes by which one orients oneself in the world and which guide his
actions in terms of what he wishes to become in the future. These
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are subjective, created by the person and unconscious to some extent.
In normal people, Adler saw the striving for mastery or for personal
power guided by social interest or a desire for the welfare of people
in general as examples of guiding fictions.
Even Freud conceded the influence of the ego ideal on behavior
and did not entirely discount the influence of reason on behavior, for
example in The Future of an Illusion (1928) he said: "The voice of the
intellect is a soft one but it does not rest until it has gained a
hearing.
"
Harry Stack Sullivan was an American psychiatrist, considered
to be a neo-Freudian,
-who developed a theory of the self based on his
work with schizophrenic patients. In his book, The Interpersonal
Theory of Psychiatry
,
published in 1953, Sullivan devoted a chapter to
the self system. A self system, according to Sullivan, is a result
of a prescribed way of doing things, instituted by the culture or
society in which one lives. In our need to carry on satisfactory
relationships with fellow men, we adopt a personality organization
which enables us to carry on healthy interactions which will not lead
to punitive measures from the society. In Sullivan's theory, the
antecedents of the self system lie in early child-rearing practices.
During early childhood training, a child learns to differentiate three
selves: the "baa me," the Jlgood me," and the "not me." In early
infancy, the mother gives unconditional love; her interest is in the
survival of the infant. Later, as the child starts showing certain
unacceptable patterns of behavior, he is told not to do these tilings.
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and he will only be rewarded with love when he behaves in a prescribed
way. The
-good me" is that side of the "me" which the mother approves
of. The degree of anxiety connected with loss of love in this early
education restricts the child to bend towards being "good." There
are certain actions which are not so bad, but which the mother does
not like. As a child grows older, he becomes aware of "bad" and "very
bad" behavior. He learns to classify his behavior into the "good"
the "bad," and the "very bad," and he tries to see himself in terms of
these broad categories. To tear a book is perhaps not so bad as playing
with faeces, which is a taboo. Seriously bad behavior, for which a child
is sometimes beaten, becomes repressed in the unconscious and is looked
upon as that which is "not me." The "bad me" comes into play in relation
to bad behavior. In order to maintain a happy equilibrium, children
often have to decide which behavior is less threatening in terms of the
degree of punishment which may follow. In this same fashion, the
adult tends to stay away from societal punitive measures, in order to
maintain an equilibrium in the body system in terms of level of anxiety.
When the degree of anxiety associated with the "bad me" and the "not me"
becomes too great, the individual may break down psychologically and
show a need for psychological help.
The bad me is that part of the "me," which I may enjoy having,
but which creates anxiety because of the disapproving society, but I
still may like to have it when the anxiety is not too great. The "not
ine is the forbidden part of "me" which is shut off from consciousness,
but which comes into consciousness in dreams. It is emphatically
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countered by people who have schizophrenic episodes. When a person
is no longer able to differentiate his "not me" from his "me," he is
severely maladjusted. The true "me" is made up of those parts of the
self system which lie most within consciousness.
Carl Rogers (1951, 1959, 1963) is today the best known
psychologist in the area of self theory. Although Rogers wrote years
arter William James and Mead, there are indications that Rogers was
influenced by them. Rogers sees self structure as the consistent
conceptual attributes that one has about one's self. These attributes
are made up of perceptions of the characteristics of the I or Me and
the perceptions of the I or Me by others and the values attached to
these perceptions. These concepts are available to awareness, although
not necessarily in awareness, especially if they are not congruent with
the ideal self (or the self the person wants to be)
.
Self-concept is both a conscious and an unconscious construct
which reflects an individual's frame of reference. It is a structural
framework against which his behavior can be interpreted. Most people
are never aware of many of the elements which constitute this frame-
work. The degree to which one can consciously conceive of all of the
components of one's self determines one's level of self-awareness.
One's level of awareness and knowledge of the parameters of the self
determine the degree to which one's self can be fully actualized.
Rogers believes that every individual has an innate tendency
towards self-actualization or a tendency to grow in positive ways which
enlarge or enhance the self and lead to increased awareness. A person's
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experiences become differentiated and symbolized in an awareness of
being or an awareness of functioning. This awareness of being becomes
elaborated through interaction with the environment, particularly the
environment composed of significant others.
Rogers felt that the goal of a person in psychotherapy is to
find that which is most truly himself. Karen Horney (1942) expressed
a view similar to that of Rogers. She said: "The ultimate driving
force is the person's unrelenting will to come to grips with himself,
a wish to grow and to leave nothing untouched that prevents growth.
"
Maslow's hierarchy of self-actualization is also related to the person's
constant struggle to realize himself (Maslow, 1954)
.
Definition of Self-Concept
The most concise definition of self-concept was made by Rogers
(1951) . He defined self-concept or self-structure as "an organized
configuration of perceptions of the self which are admissible to aware-
ness. It is composed of such elements as the perceptions of one's
characteristics and abilities; the percepts and concepts of the self
in relation to others and to the environment; the value qualities
which are perceived as associated with experiences and objects; and
goals and ideals which are perceived as having positive and negative
valence .
"
The elements of self-concept which will be used here are:
self-awareness, self-image, self-esteem, and level of aspiration.
Self-Awareness
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This is the earliest stage of development of the self-concept,
in which an infant differentiates what belongs to or is a part of him
as distinguished from other people. This starts from knowing parts of
one's body, one's own name, and articles of clothing and other objects
belonging to one's self. In other words, it is the infants' general
awareness of that which is his as opposed to that which belongs to
someone else. Later on, this develops into awareness of one's feelings
and involves awareness of one's thinking and general cognition. Self-
awareness is a state of being conscious of one's self and of perceiving
and taking account of one's self.
Shlf-Imaqe
This is what one sees oneself as being in reality, in contrast
to the ideal self
,
which is what one most wants to be or the qualities
which have the highest value to a person (Rogers, 1959). A child
develops an ideal self by identification with an idealized other, and
accepts what he should be rather than what he wants to be.
Self-Esteem
This term describes the value an individual places on himself.
It is the evaluative aspect of the self-concept.
bevel of Aspiration
This is the individual's expected level of future performance.
In Lewin's theory (1938), level of aspiration occurs in realistic or
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unrealistic psychological fields, and the degree of reality of a
goal influences the individual's estimate of his achievements as do
his past successes or failures.
phenomenological self refers to that part of the self of
which a person is aware. It is usually that which one has experienced
and is able to symbolize through speech, writing, or in social inter-
actions .
1'he non-phenomenological self refers to the unconscious self
or to that which is not symbolized. Many sensory and visceral sensations
are not symbolized; if the need of the individual causes certain
sensations to appear, then they may come into consciousness. Under
extreme pressure, part of the unconscious can come into consciousness,
but the individual may not admit it to anyone, but in some situations,
it is symbolized in behavior. The individual is the only one who
knows how an experience is perceived, and there are many impulses or
sensations which belong to this private field.
Antecedents of Self-Concept
Some of the leading works dealing with antecedents of self-
concept in Western society are the works of Brookover (1965)
,
Thomas
(1966), and Coopersmith (1967). Brookover used parents, teachers,
and guidance counselors in his research. Comparing the influence of
the three on children's behavior, he found that only the parents who
demonstrated feelings towards their child, produced a change in the
child's behavior. Although all three persons were presenting enhancing
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information to the child, only that of the parent had a marked effect
on the way the children perceived themselves, when the perceptions
of the parents toward their children were modified, their children
also changed their self-perception. Therefore, self-regard in a child
is much influenced by parents' level of regard for him or her. A
second finding was that the parents' influence continues through the
adolescent years.
Coopersmith (1967) in his Antecedents of Self-Esteem listed
three conditions which lead the developing individual to value himself
and to regard himself as an object of worth to others:
1. Parental warmth, whereby the child senses the love and concern
of his family and feels that they see him as a person of value.
2. Respectful treatment, whereby the child's views are considered
and where he has a rightful and democratic position in the
family.
3. Clearly defined limits, whereby the child comes to know, through
his parents' relatively high demands and expectations for his
success, that they care what happens to him.
In looking at this topic cross-culturally
,
one could say that
the definition of parental warmth, treatment with respect, and clearly
defined limits depends upon the culture of the person who is inter-
preting these concepts. The important issue is not the value of the
concepts themselves, but what particular acts within a culture
demonstrate these concepts. A major factor is how the child perceives
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what is being done for him. In considering these factors one cannot
underestimate the belief system and values of a society.
CHAPTER VIII
SELF-CONCEPT FROM A NIGERIAN PERSPECTIVE
Looking at the numerous attempts to explain the self within
Western culture, it is obvious that much emphasis is placed on
individual perception.
In Nigeria, it is quite the contrary. For example, if I were
to walk down the street of a rural village and ask a seven-year-old
Nigerian child the question, "Who are you?", the answer would be
similar to:
"I am Ladi.
I come from Guru Village.
My father is a farmer.
His name is Garba."
To a Westerner, this child is not saying much about herself
as an individual. She is referring to self-in-relation-to, which is
similar to the sociologist's concept of self in society.
An American girl would probably say something similar to the
following:
"I am Carol.
I am seven years old.
I am in the third grade at Pelham Elementary School.
I live in North Village.
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Tne entire conversation would be centered around herself, with
very little self-in-relation-to.
Two major differences can be observed between the self-concept
of traditional Nigerians and Western man. The first is the Western
man s preoccupation with himself as an individual versus the Nigerian's
concept of himself in relation to others. The second marked differenc-
is the importance to the Nigerian of the unknown in relation to the
self, which he sees as his "Spirit Self." The Nigerian would say,
I exist only inasmuch as I can acknowledge your existence," a concept
similar to Martin Buber s X—thou" relationship (1958) . The Western
progressive man's slogan is "Do your own thing and I'll do mine. If,
in this process, we come to agree, it is good; if we don't, it doesn't
friatter, unless you get in my way." Although the humanistic psychology
movement is trying to take away some of this attitude, its influence
still does not prevail in Western culture.
Among traditional Nigerians, the "Spirit Self" and the self in
social interaction are combined into one. The Spirit Self is the self
in relation to unknown, supernatural, or religious forces which have a
real and very strong influence on a Nigerian's beliefs and on his be-
havior in daily life. For example, if a person wants to farm, he
will consult the rain God, if he is a believer in the rain God, His
belief concerning who he is in relation to the unknown spirit governs
his actions. A Moslem wanting to go on a journey will only decide on
the day of his trip from what Allah tells him is right in dreams or
by certain signs or by intuition. The clothes a Moslem wears, the
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role he takes in the society, the way he sees himself are all a
function of his Spirit Self in conjunction with his participating or
acting self (a relationship similar to that of the superego and acting
ego .in Freudian theory)
.
Westerners have just begun to accept the idea of the inner core
of self, and the search for the inner core is a new experience to them.
Assagioli
' s theory of psychosynthesis is a move towards a discovery
of the inner core of self as was Jung's concept, a view that appeares
in Rogers and Maslow. More and more people are using meditation as a
search for the "inner-self."
In Nigerian traditional society, life has meaning only after
one has given a definition to this inner core of self. It may be in the
form of Shongo among the Yorubas and of Bori, Allah, Chuku, etc.,
among the Hausas and Ibos.
The nature of these commanding spirits is firmly established
in the self of Nigerians, for these spirits usually have greater command
over the individual than any external force. For most people, the
Spirit Self is the forefront and the strength behind any action they
make. There is a deep-rooted feeling that all other powers an
individual may possess are no match for the power of the divine spirit.
To grasp the nature of self within the Nigerian context, one
must understand the metaphysics of each individual tribe, and this
varies from one tribe to another.
For example, in one tribe a child may be named after her grand-
mother, because the grandmother ' s spirit is supposed to reside in that
child;
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consequently, people expect this child to demonstrate some of
the personality traits of the dead grannie. In some cases, a dying
man or woman will openly declare that he or she will be coming back
and will be born again to his family.
In Islam, the. name of the child is chosen from the Koran. The
Iman (Islamic priests), under the guardianship of God, consult the
Koran in a particular fashion, to think up a name for the child. Hence,
the name is believed to come directly from Allah. The child will very
often be viewed in the light of the meaning of this name. Among some
tribes, each day of the week has a distinctive meaning, and children
are sometimes given the names of the day they were born. A child
born during the rains, within some tribes, is given a name that implies
plenty, satiety. Rain brings food; it also implies luck in any under-
taking. Children born during famine are also given names that relate
to the occasion.
A child who is born to a woman who has had several miscarriages
or whose previous children have died is seen as a different being from
the normal both by his mother and his society. Within some tribes,
it is seen as the same child coming back each time, and the child has
to be treated in a particular way, if there is a desire for him or her
to stay.
The spirit of self is held in high esteem among the traditionalists
all over Nigeria, but with the emerging technological age, young people
are moving away from this belief. There is a rapid movement towards
self as perceived in relation to the immediate material environment.
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It is ironical that as the West is moving towards discovering
the inner core of self, most Nigerian youth are moving away from it,
and the emphasis is on the existentiaiists’ Here and Now. These issues
are the basic concerns of chenuas Aohebe's Things Fall Apart (1958).
Within the Nigerian culture, children do not demand as much of
their parents as children do in Western culture. A child who is asked
to help feels respected and honored. For Robert Levine (1966)
, this
was a surprise, for he stated.
Small children may be weak, ignorant and careless, but theyare often called upon to clean, carry, and purchase thinqswhich adults could do more easily. Highly respected elders areusuany granted the authority to demand small services of anyman or woman, although the demands are often passed on to theyoungster. African children often see their father as the
£ardet
Wlt\the^ leiSUrG ^ the WOman ° f the house as theh des working person.
From this observation, LeVine concluded that the average
Nigerian Civil Servant is bound to suffer low self-esteem if he works
hard in the office, because tradition does not favor hard work. In
other words, hard work only applies to the lower class of the society,
to weaker people, children, and the poor.
LeVine interpreted his observations in terms of his own cultural
background. To most Nigerians, the self is not just the object self.
Every tribe does r.ot strive for materialism as the ultimate end as
most people do in Western culture.
Almost all Africans, whatever their social or cultural level,
have had to work hard. No group of people have had to work as hard as
the men in the rural villages. Without adequate tools or machines
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available as in the West, traditional Nigerians have had to till the
land with hand tools in order to grow their food, and children have
worked side by side with their fathers on the farms. As a child
grows older, he takes the hoe from his father, because there is a
spiritual blessing attached to this. There is nothing done amongst
the tribes in Nigeria that does not have a deeper meaning than what
an outsider can see on the surface. Levine's idea of self-image in
Nigerians was referring to the concept of self-image in a Western
context.
Any form of behavior can only be understood within its cultural
context. It is much more meaningful for an outside observer to have
the observed explain his own behavior. Behavior is directly related
to the needs, motivations and goals of the "self." Almost all activities
within a particular culture answer for that culture the question,
"What is man?"
In Nigeria, in a house where there is only one mother, there is
normally such a large amount of work to be done that children at all
age levels are expected to join hands to share in the work, and they
do. There is little supervision or excessive appreciation in words
for the child's contribution. The child does not look to the parents
for this, but he gets a good feeling of being "grown up" or of being
like "mama" as a reward for helping.
In most traditional African folklore, the child who helps at
home is always with a blessing. Also, children who help the older
people in the society are considered good children; the spirit of the
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ancestors rest with them. Obedient children always have success in
their later undertakings, and they achieve more because of this good
spirit.
A parent's curse goes a long way. it is expected to follow
one into the grave.
-Within a certain tribe, if a woman touches her
breast and then curses her child, the child is bound to meet with
many unhappy situations in life.
Another reason why children develop a positive self-concept
from serving rather than asking for attention and nurturing stems
from the basic African philosophy of helping to perpetuate the society.
The concept of "I” only exists in relation to the extent that "I" can
accept and encourage the existence of others. Parents and the family
group are the child's immediate society, who see to its growth and
happiness and build in it a strong body. Any services offered which
produce these effects give the individual a feeling of self-worth.
There is always the feeling of what can do, as opposed to
what someone else is going to do for me. A teenage girl who waits for
her mother to cook and serve her will be too ashamed to discuss this
among her peers, because it would lead her to feel extreme shame.
Her peers would be disappointed in her and would consider her
inconsiderate
.
The way parents perceive a child has an enormous psychological
effect on the child. If a parent shows in any way that he or she
basically disapproves of the child, the society, by and large, will
be unwilling to embrace such a child with open arms. There is a
general feeling that if you are disrespectful to your parents, you
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win tend to be disrespectful to everyone you come in contact with.
Although parents seldom curse or disapprove of their children,
the notion that parental displeasure can bring all types of ill-luck
prevents children from doing things that will provoke parental anger.
In every folklore, there is much emphasis on the reward of
helping the parents. Very often the grandparents shower encouraging
love words and nurturing on the children. The only child in traditional
African culture who gets a lot of pampering and care is the child
who is still being breastfed.
William Bascom (1959) said, with apparent surprise, "When
(Nigerian) children are five or six years old, they are encouraged to
participate to the extent that they are able in whatever work the
parents of the same sex role is doing, no pressure is necessary.
Parents do not worry as to the perfection of the task and the child is
happy to be included in the household activities."
There has been no research on how the mother's role as a house
worker influences the child's self-esteem. The father's role of not
doing house work is the tradition, but the children are aware that
their father goes out every day to work.
There is very little interaction between female children and
fathers in most Nigerian homes, because the mother puts her daughter
through the housekeeping skills, while the father trains the boys in
those duties which are exclusively for men. With the coming of
Western education to Nigeria, there have been some modifications in
the role of the sexes.
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In Nigerian homes, the child who is always drawn into family
conversation and who participates in the family decision-making meetings
often displays more self-confidence than children who are not allowed
this privilege. When fathers and mothers sit down to discuss family
problems with the child, this is taken as a mark of their respect,
love, care and trust.
Being allowed to handle money and purchase goods for the house
also fosters self-confidence and self-esteem. A child who is treated
as a child and often sent away during family decisions and never
allowed to participate in adult work is more likely to suffer from
low self-esteem.
The Nigerian's value of self is much more in terms of his
activities, or experiencing through doing. The degree of child involve-
ment in the affairs of the family depends on the tribe and the
community, but each tribe has its way of drawing the child into the
adult world at an early age. As a girl, the biggest sense of achieve-
ment that I ever had was when I was given a piece of cloth to wash;
although I was told I did not wash it well and was asked to do it again,
I felt extremely happy because I felt I was important; I was contributing.
Most African children at a very early age experience some sense of
gratification of being needed and of being useful; unlike the West
where children usually have to wait until they are out of high school
to contribute to others through their work.
A very important influence on the development of the self-
concept in Nigeria occurs through children's interactions with their
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groups or siblings. This is especially true where children belong
to different mothers; if the father of many wives fails to treat his
wives with equal affection, the children also suffer. Most frequently,
a man will extend the love he has for a wife to his children. At a
very young age children cannot understand this difference in treatment.
A woman who is not held in high esteem by the husband is also often
scorned by other women in the house. The scorned woman then will often
take out her aggressive feelings on her children; thus the child is
disappointed by both parents. An early experience such as this can
cripple a child psychologically. This situation is often the beginning
of severe aggression in boys and a gradual withdrawal and feelings of
shame in girls. Some children, suffering from this type of treatment
often show a great need for love by giving presents, doing extra good
work, and offering to go on errands when least expected. With
aggressive children, some end up running away from home to the home
of an uncle, aunt, or grandparent. In some rare cases children will
deny their natural mother and cling to the wife who is shown love by
the father. When the real mother is not around, such children will
sometimes tell their friends that the loved wife is their mother.
Girls in the home where there is this type of problem usually develop
sympathy with the mocher, and they tend to cling together, discussing
their problems. Boys, on the other hand, seem to be afraid of undivided
loyalty and will often stay away from home.
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Culture and Self-Concept
It is my contention that almost all the components of the self-
concept are originally derived from cultural values. This concept
may be illustrated in the following way:
Culture
1. Cultural values and goals.
2. Values learned from early socialization
and experience.
3. Perception of self in terms of others'
expectations and evaluations.
4. Perception of one's characteristics
and abilities.
5. Personal values and goals.
Individual
This is not a one-way process. Cultural values and goals
infltience the formation of individual values and goals, but the
reverse is also true (Weber, 1958). One's ideals and life goals,
however, are not necessarily identical with the values of one's culture.
In societies in which cultural values play a dominant role in the life
of the members of that culture and allow little outside influences,
cultural goals and ideals may be extremely close to, if not identical
with the individual's ideals and life goals. This has been generally
true of the Hausas of Northern Nigeria until quite recently.
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In a survey made in 1976 by the Department of Psychology at the
University of Lagos, Hausa mothers described Koranic education as the
most important life goal for their children, while Ibo and Yoruba
mothers (who are more Westernized) described the major goal for their
children to be achieving high scholastic grades in the formal Western-
type schools in their area.
Some Western anthropologists and psychologists (Boas, 1919;
Olim, 197o) question the existence of an individual "self-concept" in
a traditional culture in which every person is seen as being like every
other person, and they regard this concept as a "group self."
National character" (Inkeles, 1954; Riesman, 1958) refers to
characteristics that are common or standardized in a given society.
Riseman, Glazer and Denny (1953) describe the tradition-directed
character as one whose behavior is controlled minutely by the culture.
Though the rules are not so complicated that young children cannot
learn them during the period of socialization, careful and rigid
etiquette governs the social and kinship relationships. Moreover,
the culture, in addition to its economic tasks (or as a part of them)
provides rituals, routine, and a common religion to orient everyone in
the culture in a common direction. Little energy is directed towards
finding new solutions to problems. In traditional societies, both birth
rates and death rates are high. The tradition-directed person hardly
thinks of himself as an individual.
Riseman describes an inner-directed character as occurring in
a period when both death rates and birth rates are declining.
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conditions which may lead to more individual variation and increased
social mobility, within the society, there is more capital and
constant technological change. This kind of society offers more choices
and demands more initiative ,1Vv- fi
-om lts members, and the source of
direction of the individual is "inner” in the Freudian sense that it is
implanted early in life by the persons socializing the child, and
individuals are expected to determine their own directions and assume
their own inner moral controls of their behavior.
Wlth “creased material abundance and leisure, the development
of the "other-directed
" persons occurs. These persons are more shallow
more free with money, more friendly, more uncertain of themselves and
their values and more seeking and demanding of the approval of others.
This character type is found in capitalistic, industrialized, and
urbanized social settings. Riseman described Americans of the 1950's
as "other-directed." What is common to other-directed people is that
the source of direction of the individual lies in his contemporaries,
either those known to him or those with whom he is indirectly
acquainted, through friends or through the mass-media. The goals which
the other-directed person strives for shift with outer influence.
Riseman' s theory was based on the evolution of character in
American society. He contended that rural people belong to the tradition-
directed group.
Within traditional Hausa culture, the individual is not forced
into blind conformity, yet people believe and value the same
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qualities
. The word "forced" cannot be applied in the same sense as
Riseman used it in his description of the tradion-directed character.
Hausa who have been exposed to other cultures generally hold fast to
their own values. It would be difficult to make a Hausa man into a
ioruba or an Ibo. Islam has a strong influence on the Hausa 's
character. There is only one Koran, and everyone accepts the 'values
and practices dictated by the Koran. This is not a form of forced
compliance, because many educated modern Hausa have tried other value
systems and still come back to their cultural value system. Trying out
several value systems is related to what Freud calls reality testing.
Many of the younger generation of Hausas have tried out other beliefs
and have still retained the traditional Hausa values. Although Hausas
share a common value system, at the same time, it is individualistic,
because each person, in his or her own way, has a chance to test out
his or her beliefs, and in most cases has retained the same basic
values. It is by choice that the goals and ideals of the individual
Hausa usually coincide with traditional cultural values, and this may
be true of other traditional cultures. It is also true that although
the Hausa may have many values in common, each person in the Hausa
culture would have a different self-concept in terms of his or her
individual life history and social role or status in the society.
Hausa Self-Concept
To determine whether or not traditional Hausa men felt that
they have a self-concept and what the elements of that concept might
be, in 1976, I asked 15 leaders of Hausa tribes and 15 Koranic
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teachers to define self-concept, ideal self, self-esteem, self-
awareness and level of aspiration.
A general summary of their responses follows. They saw the
central core of self-concept as Immani (trust) which means the acceptance
of the will of God, the Creator, the Giver, and the One Who Takes Away.
In order to have high self-esteem, one must be open to and accepting
of other people s needs and give help to those who need it, because
God works through people rather than through things. Ideal self is
related to tne "Spirit Self," meaning purity of heart of genuineness
of action. Doing what needs to be done for the satisfaction of the
will of Allah as prescribed in the Koran brings the spirit closer to
what it should be. Self-awareness is achieved through prayers and
in dreams
,
and the extent to which a person accepts these communications
and incorporates them into his behavior, the higher the level of self-
awareness. Level of aspiration was seen as the degree to which one
moves towards Immani through respect and acceptance of the will of
God without bitterness or distrust which involves a high level of
knowing and accepting of one's abilities and disabilities and one's
strengths and weaknesses.
To determine the differences in definition of self of traditional
Hausa leaders and Western-educated Hausa youth, a pilot study was made
in which 20 Hausa boys and girls living in boarding schools in the
city of Lagos were asked to define "self." They tended to define
self in terms of their physical body, in terms of being alive, breathing,
working and preserving their lives, in terms of a career, and in terms
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of what other people thought of t l )Cm. Two subjects defined self as
a creation of God. It is apparent that most of these definitions of
selr are in terms of present existence; they are more individualistic,
materialistic, and more other-di
t < !Cted. The students attention
Western schools showed no concern for helping others and no concern for
traditional religious values such as the major virtue of Immani. A
better comparison would have been to ask a group of adolescent Hausa
still living in traditional Haus.g culture to define "self," because
there may be a generational or age difference in these definitions
as well as a cultural difference.
To summarize, in traditional Hausa culture, the "self" is not
perceived so much in an individual sense as it is in Western culture
but as "self-in-relation-to-othors .
" The Nigerian also perceives his
self in social interaction and his Spirit Self (or self in relation to
the unknown) as one. His beliei concerning who he is in relation to
the unknown or to Allah governs his actions. The role he takes in
the society and the way he sees himself are a function of his Spirit
Self in conjunction with his act i ng self (similar to ideal self and
self-image). A Nigerian in traditional culture resigns himself to
the will of Allah in whom he trusts his fate rather than feeling that
it is he alone who determines his fate. The Spirit Self is held in
high esteem in traditional cultures all over Nigeria, but with the
emerging technological age, young people are moving away from this
belief and are perceiving "sell" in relation to their immediate needs
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m the immediate material environment
, other than in terms of spiritual
needs in relation to an afterlife. They do not resign their fate to
Allah, but strive more actively to achieve their goals in an individual
competitive way rather than in relation to the group. The conflict
between these two modes of viewing existence and the conflict in goals
and values have led to a split in the structure of the self of many of
the young people in Nigeria. They are forced to acquire Western values
in order to survive in the school system and in their jobs after they
leave school.
CHAPTER IX
EFFECTS OF CULTURAL CHANGE ON SCHOOL CHILDREN IN NIGERIA
The personalities and self-concepts of the young people in
Nigeria have been affected by the transition from one set of cultural
values to another: from traditional values to Western values. The
conflict between these two sets of values can be clearly illustrated
by contrasting an urban school which has been Westernized to a rural
school in which Western values have not yet been accepted.
To illustrate the effects of this conflict, in the present
chapter two schools in Northern Nigeria will be described in detail
and in the next chapter the effects of these schools on the personalities
of the students will be examined. Then a study will follow in which
some of these personality differences will be measured by self-
descriptions of the students in these schools and their teachers'
descriptions of them.
The Effect of the Schools on Self-Concept
The school system in Nigeria, as it operates today, is the
greatest destructive factor in the child's self perception. The fvcst
day of school means new clothes, usually nothing resembling what the
child has been used to. Most schools demand a particular hair style,
and for some children they may have to wear shoes and a pair of socks
for the first time. The child also feels a strong pressure that he
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or she will have to change in order to be accepted by the school, which
attempts to push away one's old self and introduce a new self.
For the first time, some children will hear their first name
called, instead of their usual pet name. The father's name is seldom
mentioned in the home; hence the child usually hears his father's
name for the first time on his first day at school. Beginning with
this initial period of adjustment, every child must try to live in
two worlds at once.
Recurrance of bed wetting is often reported at this stage, and
other psychosomatic ailments may develop which help the child in his
wish to stay away from school. The warm, familiar atmosphere of home
in which one person is equally a part of every other person, is stripped
away. Children resist this at first by clinging to peers, sitting
close to a next door neighbor, or sharing lunches with close friends.
Almost all activities in the school discourage this type of group
behavior or working together. It is demanded that each child push
ahead on his own.
The happy communal atmosphere of home is hidden and kept away
from school. Children from more literate groups must put up a
different front of non-caring, and try to act in a sophisticated Western
way. The old ways of the children's homes are never discussed. Not
long ago, the school textbooks carried pictures of snow-covered
houses. Today, one can still find textbooks illustrating a journey
by plane in schools in communities where the fastest means of trans-
portation is by bicycle.
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Scnools can cripple the youngster's ego and self-concept. Oskar
(1970) described the personality of the West African children studied
through the use of the T.A.T. as being similar to that of neurotics
suffering from split personality. Many psychological personality tests
carried out with school children indicate this inconsistency.
Cor^risQn of a Westernized Urban School to a Rural
School
History of the Urban School
The urban school was started in 1947. by a group of nuns from the
Roman Catholic Church. The Catholic sisters who administered and
taught in the school came from Europe in 1939 to live in a convent,
which they used as a base for missionary work. They taught the
Catechism and the Bible to some of the Hausa people. Along with
reaching the natives the Christian religion, they also taught them the
•onglxsh language and how to read and write, so that they could communi-
cate with them, and so that the natives could one day read the Bible
for themselves. The natives were encouraged to participate in the
educational program by being given gifts of clothing and food. As time
went on, some of the educated Hausas were beginning to value knowing
how to read, but they were afraid of the influence of the Christian
religion which conflicted with the teachings of Islam.
Some of the natives of Southern Nigeria, who had already accepted
Christianity, began to send their children to the mission and offered
to pay for their education. The nuns, at first, were less interested
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in these children of prosperous parents than they were in children with
hidden abilities whose parents might not be educated or wealthy. None-
theless, they accepted these paying students in order to raise money for
their missionary work.
In 1940, a primary school was built which had two classrooms
and one dormitory for 45 girls from 6 to 12 years of agG . In 1947;
a new wing of the s^nool w.»s built, and older girls were accepted into
what wao known as the secondary boarding school for girls," the first
of its kind in Northern Nigeria. The school then took precedence over
the missionary ,*/ork, because the nuns discovered that they could use
the students as interpreter 3 for teaching the non-Christian tribes.
Tne older students, whether or not they were Christians, were asked to
do some missionary work in addition to paying a large fee to attend the
school. The school also received a subsidy from the Nigerian govern-
ment.
The girls in the school were brought up as "little English ladies."
They wore dresses with aprons, little hats when they went out, and brown
sandals. Discipline was very strict, and the nuns dictated the rules.
Many of the children who c.une here were children of rich parents, but
some of the children felt I hey had to work hard in order not to waste
the money their parents paid for their tuition.
In 1972, Kaduna State took over the administration of the school,
and I became the first Nigerian principal to head the school. After
the government took over I
|
1G school, the existing teachers were allowed
to remain in the school, i-iovided they would teach not only subjects in
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their major area but subjects related to their field, if the need
arose. For this reason, some of the dedicated teachers left, even
though the government increased their salaries.
History of the Rural School
The rural school was founded by me in 1968. At that time, the
state government provided me with the funds and personnel to start what
was to be the first public secondary school for girls in Kaduna State.
The urban school was then still a Catholic private school. After the
civil war, the Northern Hausa became increasingly aware of the need
for a more Westernized education for girls. There was not only a need
for teachers of young children, but most of the nurses and midwives
in Kaduna State before the civil war were from the South, and they left
after the onset of the war. The state government decided to build
secondary schools for girls in order to train future teachers and
nurses and to prepare students for university entrance.
The first year, the school accepted 32 girls, aged 11 to 15
years. In addition to myself, there was one assistant teacher (also
a Hausa)
,
two cook stewards, four laborers (who cut grass and drew
water from the wells)
,
one soil-man, and one watchman. The school was
a small community of naive people, all working and learning together.
The first month, we spent our time making roads between bathrooms,
classrooms, and dormitories . For six months the students collected
old books, magazines, and newspapers from government workers living
in nearby cities. The girls looked at the pictures and made up
stories about them. There was very little written work, and most o£
the school work was done in spoken Hausa. The students took an interest
in games and sports and in taking up their own games. Students, for the
most part, organised their own activities, because there were not
enough teachers to allow for close supervision. Most of the girls were
forced to come to the school and would run home at the slightest provo-
cation. As the school became larger, with an increased teaching staff,
the students still maintained their autonomy. They would obey only
those school rules which hade sense to them. They had no fear of being
excluded from the school, because they did not want to go there in the
first place. They saw their future role as wives and mothers and not
as workers in an office or profession.
Description of the Urban School
The urban secondary school is. situated on a major highway which
passes through the city. The school is surrounded by large industries,
and most of the tame the noise of the machine can be heard in the
school. There is an army barracks across the street, so that the sight
of armed soldiers driving or marching past the school is a familiar
sight.
The school itself is on about 15 acres of land, enclosed by a
strong, closely-spaced and high, barbed wire fence with only one iron
gate for entrance and exit. This gate is guarded by one man during the
day and by four men at night. There are six separate student dormiatories
of one floor each, with approximately 120 beds in each dormitory unit.
At the time of the present study, there were about 800 students in
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residence, and 25 day students. The ethnic groups in the school were
about 20 per cent Hausa from Kaduna State and a total of 15 per cent
Fulani, Kanuri, and Sokotawa. The rest of the students were from non-
Hausa areas of Nigeria and were largely Ibo and Yoruba.
The school has an athletic field of about 3 acres. Students
play hockey, net-ball, and other formal athletics, which are mostly
competitive in nature. Almost all of the students' free time is spent
in structured and supervised activities.
Students were required to wear navy blue uniforms and brown
sandals. They all wore their hair short, with a scarf on their heads
on certain occasions. During the week, the students wore Western
clothing, but on the weekend, they were allowed to wear traditional
Nigerian dress.
The teachers were mostly women who had three years of college
education, and they were mainly from Southwestern and Eastern Nigeria.
There were a few Indian and Pakistani teachers and also a few
Europeans and Americans.
The curriculum is designed by the government with the advice of
English and American educators. Required courses are mathematics,
English language and literature, biology, and religious education.
Also offered are physics, chemistry, history, French, music and art
(painting and drawing)
,
and home economics. The courses are designed
to enable the students to pass the West African Certificate Examination
which prepares them to pass university entrance exams in Nigeria,
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England, and America. Thus, most of the currulum is not geared to the
students' interests and backgrounds and must be learned by rote rather
than in terms of understanding and meaning. For example, they must
study Chaucer in old English and read most of Shakespeare's plays in
English.
Living Conditions in the Urban School
In the dormitories, each student has a space about 3 feet square
between her bed and that of her neighbors. They are bunk-beds, so that
even the student bn the top bed shares the space. The rest of the
space between the beds is taken up by 2 lockers, each one shared by
two students. Tnere are no chairs and there are no recreation or living
rooms in the dormitories. Radios and record players are not allowed,
but students are allowed to read good books or magazines.
Four elderly women, called matrons, sleep in the dormitories.
Each dormitory also has a house-mistress, who is a qualified teacher
with several years of experience and who lives in the school compound.
The house-mistresses attend to the students when they are ill, and
deal with their complaints and arguments.
The girls in the urban school hesitate to ask questions in
class for fear that they might offend the teacher or she might think
them stupid. Teachers have their own living quarters on the campus
which are separate from the student quarters and are out-of-bounds to
the students.
Social Relationships Among the Students
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It is very difficult for the students to make friends, because
of language and cultural differences. Students are put into classrooms
and dormitories by order of application to the school, without any
consideration of ethnicity or previous acquaintance. Their social
isolation is often due to fear in the unfamiliar situation and .fear
produced by not knowing what to expect from others who do not speak
their language. The most common type of social relationship in the
school is one m which an older student uses a younger one to do her
washing and cleaning in exchange for tutoring the younger girl in her
studies. Among students of the same age group, there is constant
fighting, usually resulting from stealing goods from each other. Older
students frequently beat up the younger ones, most often because the
latter refuse to work for them.
The food is nutritious, but most of the time there is not enough
for everyone, and it is difficult to obtain or prepare food that appeals
to all of the different ethnic groups. Thus, many students have to
learn i_o eat foods that are foreign to them or else go hungry.
Daily Routine in the Urban School
The students' daily routine is as follows:
5:30-6:30 Rise, make beds
6:30-7:30 Catholic mass for Christians
7:30-8:15 College duties (assigned chores)
8:15-8:30 General assembly, prayers, announcements
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8:30-9:30 Classes
9:30-10:30 Breakfast
10:30-12:00 Classes
12:00-12:15 Break
12:15-1:30 Classes
1:30-2:15 Lunch
2:15-3:00 Shower and change of clothes
3:00-4:00 Siesta
4:30-6:00 Study hall
6:00-7:00 Recreation - unstructured
7:00-7:30 Supper
8:00-9:30 Night study hall
10:00 Lights out
Even though classes are not held on Saturdays and Sundays, the
same schedule is followed, and classes are replaced by study hall.
During the week, so little time is allowed to go from one class to
another that the students have to run rather than walk. Their routine
is scheduled so tightly to allow the teachers to go home early.
Effect of the School Structure on Students' Personalitie
s
Most of the students do not speak one another's language, so
that they are forced to communicate in English. If a student cannot
speak English, she remains mute most of the time and tends to withdraw
socially. Sometimes this mutism is taken as a sign of stupidity, and
when a child is repeatedly told that she is stupid, she may come to
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believe it wnich is damaging to her self-esteem. There are some
students who overcompensate by forcing themselves to learn English and
to excel over others, but they are few in number and do not often
include the Hausa girls who have been taught that competition is bad and
that cooperation and modesty are virtues.
In general, academic competition is high in the urban school, for
only high achievers are allowed to remain in the school; persistent
academic failure leads to dismissal. Since these students have been
told that academic achievement is the only key to future success and
happiness, they often try very hard at their school work and get very
anxious over classroom tests and state examinations. In most classes
the students have weekly examinations and a terminal examination at
the end of the year which determines who moves to the next class and
who remains behind. This excessive pressure for academic achievement
creates a state of constant tension in these girls who are also frust-
rated by having to learn things in which they have no interest.
The relationship between teachers and students can be compared
to that of the ruler and the ruled. Teachers are very powerful,
because they can fail a student or recommend their dismissal. Students
are constantly made aware of this, and they do all they can to please
their teachers academically.
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Description of the Rural School
The physical features of the rural school differ from those of
the urban school. The area occupied by the school is about the same,
but it is surrounded by farmlands and farmers' dwellings. There are
750 students, 80 per cent of whom are Hausas from Kaduna State and
about 20 per cent are from W estern and Southern Nigeria. The dormitory
buildings are of modern architectural design and are fairly new. The
dormitories in the rural school have 120 students on two floors, with
12 students in each division, while in the urban school, the 120 students
are spread out on one single floor and have 16 students in each division.
The rural students slept on double bunks, but there were more toilets
and bathrooms available than was true in the urban school. These
dormitories also are staffed with matrons and a house-mistress as in
the urban school.
The daily routine is generally the same as in the urban school
except that the rural students do not go to mass in the morning, but
say individual private prayers in the dormitories.
Although the students have a daily routine chart in their
classrooms, it is seldom observed. The students choose what they
want to do and when they want to do it. It is a regular occurrence
to have students missing from class. The rural students do not respond
to the school rev/ard system as the girls in the urban schools do, and
they rarely will perform activities meant to be punishment. They treat
their teachers more as equals than as rulers and chat with them even
without their invitation. For most of them, school is a phase of living
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which has little meaning in their lives. When the students find some-
thing they enjoy doing, they do it very well. They enjoy religious
instruction (Ioranic readings)
,
art (weaving, drawing, and painting)
and home economics which they can apply in their future homes. They
also study Hausa as a language. During recreation time they do their
traditional Hausa dances and play traditional games. They also learn
new games such as net ball and hockey.
The older students see their role as being protectors of the
younger ones. They serve as advisors and storekeepers for them. There
is less overcrowding in the dormitories, because students voluntarily
give their things to one student to keep, so that instead of several
suitcases to store things in, there are only a few which are under the
care of a few students. Students settle their own disagreements and
do not have to go to the housemistresses to settle arguments or
complaints. They also share their personal items with each other.
The students often assemble in groups in the dormitories to tell
their favorite stories, which they share with one another. Students
see each other as support groups and friends , rather than as competitors
Their attitudes toward school work are different from those of the
urban students. Most of the rural students are not worried about grades
School certificates are not a ncessary part of their future happiness.
For most of them, school is a waste of time, but a good social center
where they can meet their friends and do interesting things together.
Generally, the rural Hausa girls are given their own familiar
type of food, and they are allowed to go into the local market and
spend their money as they please once a week.
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When these students obey the school rules, it is because they
l
want to and consider the rules reasonable and not because they are
afraid not to obey.
In the rural school there is much less stress and fear, because
there is less overcrowding; the culture (including food, dress, and
language) is familiar; their friends and family are near for social
support, and the girls are not afraid of academic failure.
Attrition Rates and Academic Achievement in the Schools
By their senior year, about 50 per cent of the urban students
have been dismissed from school. Of these about 80 per cent are
dismissed for academic reasons and about 20 per cent for emotional
reasons, although many of the academic difficulties were probably based
on emotional problems connected with the stresses generated by the
curriculum and administration of the school.
Over 90 per cent of the girls who are still in the urban school
in their senior year pass the West African School Certificate
examination which allowed them to enter a university.
More than 90 per cent of the rural girls either stay or return
to the school to finish their senior year, but less than 10 students
pass their state examination which would allow them to enter a
university. These girls are not threatened by academic failure,
because they want to lead traditional lives with marriage and children
and see no reason why they should not. Many of them run away from
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the school in order to get married. but they later return to finish
their work.
CHAPTER X
CLINICAL OBSERVATIONS OF GIRLS ATTENDING AN URBAN AND A RURAL SCHOOL
Observations of Girls in the Urban School
Psychological difficulties were observed to occur more frequently
in firs .---year-girls after they had been at the school for 9 months
and in senior girls a week before their final examinations before
graduation. First-year girls are allowed to bring enough familiar food
from home to last for 9 months, but after that time, all food in their
rooms is confiscated. Also, for the first 9 months, they are allowed
to have visitors from home every week, but after 9 months they can have
visitors for only one hour once a month.
Separation on Entering School
On the day the Hausa girls first enter the urban school, often
both the children and the parents cry at the separation. During the
first few days, the girls tend to withdraw and show signs of reactive
depression. They sit almost motionless on their beds doing nothing,
showing general apathy with little interest in their surroundings, and
they prefer to handle articles brought from home. They smile little
and often become mute, talking to no one and will not answer questions.
In general, they seem suspicious and cautious and watch others'
reactions carefully for a long time before trusting them. Their trust
in adults could probably be helped if the adults would try to talk
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them rather than St them and would listen to and try to
their feelings.
understand
As a result of their sudden separation from familiar persons,
bedwetting occurs frequently in the younger urban students. This is
probably, i„ part, regression, but also may occur because these girls
are afraid to go to a strange bathroom in the dark. The girls attending
the rural school rarely showed bedwetting because they would wake up a
friend at night to go to the bathroom with them.
Group
_Hysteria With Hallucinations
Over a period of many years (going back to the time when the
urban school was run by the Catholic nuns), the girls attending the
urban school often reported that they saw spirits of the dead during
the night. This vision would reach the proportion of group hysteria
when one girl, who on waking up at night to go to the bathroom, would
start screaming that she saw the "ghost," and the whole dormitory of
girls would awaken and scream that they also saw it. In fact, one
whole dormitory of 110 students believed that their dormitory was built
over a graveyard, and at night the spirits of the dead would rise through
the floor and come up through their mattresses and would appear to
anyone who was awake. The "ghost" which was frequently seen had a head
bul no legs, and the girls would try to push it away, often without
success. These episodes of group hysteria were "exorcised" by the
priest wno would have the girls kneel down, and he would sprinkle holy
water on them and in the vicinity where the vision of the ghodt had
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appeared to them. The holy water was supposed to cleanse the "evil"
spirit from the girls who had seen the vision, and they were asked to
light candles to create a new spirit that would be clean. The girls
were also punished for having these visions by being forced to cut
grass by hand in the -hot sun during their siesta time.
These visions of ghosts occurred not only in the dormitories
at night, but also appeared in "maths" and biology, where the math
problems of the biological terms on the board would turn into ghostly
figures existing
-in space. These "ghosts" not only had no legs, but
also no faces. Mathematics and biology were the most difficult of the
required courses and must have been the most threatening to the girls'
feelings of competence, and the subject matter of the biology may have
seemed threatening to them as young adolescent girls whose bodies were
changing rapidly.
One possible interpretation of the meaning of the "ghost" who
was a spirit of the dead and who had no legs would be that this ghost
represented the girls' own feelings of "deadness" which could have
resulted from their unfulfilled needs for friendship, affection, and
attention from other boys and girls their age as well as from their
loss of other familiar persons and places. At their ages, friendships
with each other can often take the place of association with boys, but
in their school, the conditions which would make friendships possible
were not provided. The girls must have suffered further by being blamed
for feeling dead, as though it is evil to want to have frendship and
love. The attention given them through the dramatic ceremony of
102
cleansing may have acted as a secondary gain by rewarding their hysterical
behavior
.
Individual Case of Hysteria
One senior girl (who was an A student stayed in bed, just before
the final exams, saying that a spirit had tied her hands and legs to
the bed and that she was powerless to move or to escape. She said that
someone should give some perfume to the spirit who had tied her to the
bed, and it would releas her. (In Hausa culture, perfume is believed
to cleanse dirty things.) As the school authorities wanted to send the
girl home, I asked her to stay at my house in an attempt to calm her
down so that she could pass her examinations. At my house, it became
apparent that she was suffering from a "split personality." She
talked about having two personalities or selves; Larai was the one who
did bad things and who was stupid, and Ladi was her good self. For
example, when she pinched my 2-year-old son, she would say that Larai
had done it. In school, she would pass in one paper with all wrong
answers for Larai and one with all correct answers for Ladi (which
was her name). This girl's disturbance illustrates an exaggeration of
the conflict created by the expectations of the school for high achieve-
ment in terms of Western values and the girl's needs for affiliation.
For example, Ladi said that what she really wanted was not to go back
to school, but to go home and hold her younger sister and take care
of her.
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Suicidal Attempts
The sense of isolation probably experienced by many of the Hausa
girls is illustrated in fee case of a 15-year-old Hausa girl who was
allowed to visit a friend from home who was in a nearby hospital.
While she was in the friend's hospital room, she picked up a bottle of
medicine and took it back to her dormitory at the school and swallowed
all of it. She was unconscious for about an hour before she was
discovered and taken to the hospital where her friend was. After
regaining consciousness in the hospital, she begged the social worker
to allow her to be given a bed close to her friend's bed and not be
sent back to the school.
Five suicidal attempts occurred during the two-year-period
when I was principal of the school, all of them involving an overdose
of drugs, which were brought from home in the other cases.
Abortion
One 17-year-old girl had a self-induced abortion at the urban
school and then threwthe 7-months' fetus over the barbed-wire fence
surrounding the school rather than tell anyone or ask anyone for help.
Having a child before marriage is an unheard-of thing for a traditional
Hausa adolescent girl to do, because they are allowed to marry as young
as 12 years of age.
Psychosomatic Disorders and Hypochondriasis
In the urban school, more than 15 girls a day requested to go to
the hospital with complaints of headache, stomach ache, or general
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weakness. It is well-known that anger and tension can lead to headache
or migraine. Stomach ache could have resulted from being given
unfamiliar foods or from the girls' feeling that they were not being
given what they wanted or needed. It could be associated with a
rejection of the school situation and also with anxiety. General
weakness or undue fatigue can result from motivational factors. It
is difficult for anyone to work for prolonged periods of time on a
30b in which they have no interest and which has no meaning for them.
Lying
Many of the urban students often told lies which were mostly
fantastic tales which they probably told to get attention. For example
one 15-year-old girl presumably to gain their attention and sympathy,
told her teachers that she had had heart surgery the summer before she
came back to school.
Stealing
There was much stealing among the urban sbdents. Stealing food
was the most common offense, but also stealing class notes and books
was frequent. The older students often stole clothing or bedding from
the younger students who had brought new clothing and bedding from
home. Most of the physical fighting was over arguments about stealing.
Physical and Verbal Aggression
There was much physical aggression and arguing among the urban
girls, mostly about theft. The older girls frequently fought with
the younger ones when the latter refused to work for them. Displaced
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aggression was also common. One 15-year-old gin (who Kas an average
student, and who had shown overly-good behavior in school for two years
suddenly became mute for two days, after which she elided out of her
dormitory window at 1:00
..... came to my house and broke the windshield
of my car with a large stone, even though she did not know me personally
but only as the principal or symbol of the school, when she was taken
to the mental hospital, all she would say was that she wanted to talk
P pie in her family and not to any person connected with the
school.
Arson
The evening of the first day of the second year when I was the
principal of the urban school, the girls in one dormitory set fire to
a Pile of mattresses in their dormitory, and the dormitory was burned
to the ground. As soon as the other girls were aware of the fire, they
tried to escape through the one locked gate out of the barbed wire
enclosure. Even though the gate was locked, so great was their panic
that the girls bent the iron with their bare hands to make holes large
enough to climb through. Others stood on each other's shoulders and
made human ladders to escape over the fence. After a nearby group of
soldiers stopped the traffic on the highway in front of the school,
many of the first and second year girls ran home. When the fire engine
arrived and proved to be non-functional, many of the older girls threw
buckets of water on the fire in an attempt to put it out. The other
girls were instructed by loud speaker to assemble at certain places on
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tae campus until the fire was under control.
Medical and Psychiatric Disorders in the Girls Attending the Rural School
No psychiatric disorders were noted in the girls attending the
rural school. They did not lie or steal and showed little hostile
aggressive behavior. They did not have hysterical nor depressive
symptoms.
They almost had to be dragged bodily to the hospital for medical
ailments, and they would protest that "they werenot going to die from
Jie ailment." The most common medical disorder they suffered was
infections from cuts which were not usually reported and were not
cared for properly.
Causes of Psychopathology
In order to understand the causes of the urban students 1 behavior
more clearly
,
it may be helpful to give a brief account of the
psychological principles underlying their behavior disturbances.
In Freudian theory, behavior disturbances or psychopathology
results when the ego defenses break down or become too rigid, or when
the ego is overwhelmed by too much change or conflict or is weakened
by lack of support so that it cannot function adequately. Psychoneurosis
results when a conflict is repressed (becomes unconscious) and returns
to expression in a disguised form (i.e.
,
symptom) or causes severe
anxiety.
In Rogers' theory (1959)
,
psychological maladjustment or psycho-
pathology can be based on (a) denial of feelings or needs which are
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not congruent with the self-system, (b) discrepancy between one’s self-
image and one's ideal self, or (c) discrepancy between one's self-
image and the expectations of evaluations of the social environment.
The ideal self dictates what values should determine behavior. What
a person wants to be is influenced by what he is expected to be. What
a person is not allowed to be or do in a particular environment some-
times cannot be brought into consciousness, because it conflicts with
the organization of the self or with an aspect of the ideal self.
Rose (1962) explains neurosis as an inability to function
reasonably or effectively in a society in terms of one's personal and
socially acceptable goals because of anxiety or symptoms based on
anxiety. (This definition assumes that the means to reach one's goals
are available in the society.) Neurosis and depression are based on a
person's negative attitude towards himself, which can result from the
loss of significant others or from one's perceived failure in one's
social or work role as well as from rejection or depreciation by others.
A negative attitude towards one's self is often based on a feeling of
helplessness (one cannot reach one's goals or control one's life) and
a feeling that life is meaningless and one is worthless. These feelings
imply a loss of motivation and often lead to a withdrawal from others
and to a loss of interest in the world.
Anxiety
Anxiety occurs when the ego is overwhelmed by external or internal
stimulation which it cannot master. This can occur from overstimulation
from the environment and is increased when an event is sudden, unexpected.
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or occurs in an unfamiliar situation with no familiar persons near.
According to Freud (.1936), separation or anticipation of separation from
the mother or from other loved persons is the fundamental cause of
anxiety. Anxiety can also be caused by having feelings which are not
approved by the society or by one's conscience or are not congruent
with one's ideal self (Rogers, 1951).
In the present study, the urban students probably suffered more
anxiety than did the rural students, because they were separated from
family and friends in an unfamiliar situation with unfamiliar people
and customs, and they did not know what to expect nor how to act
appropriately to meet their needs or to avoid punishment or failure.
They were given little opportunity to make friends and were not able
to communicate with most of the other girls or with the teachers because
they spoke a different language. They were also under high pressure
for academic achievement. Many of them wanted to succeed but did not
have enough help or did not know how to succeed; therefore, many of
them experienced failure.
The amount of psychopathology and psychosomatic illness shown
by the urban students is also evidence that they must have suffered a
high level of anxiety.
Fingarette (1963) views anxiety as being based on disorganization
of the self or on meaninglessness, a concept similar to Goldstein's
"catastrophic reaction," which is acuta anxiety experienced by brain-
damaged patients when they cannot understand the meaning of a situation
or do not know what to do to achieve a goal.
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From my own observations, many of the girls in the urban school
probably suffered from extreme boredom, because they had nothing
interesting or meaningful to do. According to Berlyne (1960), bordeom
itself can lead to anxiety.
Aggression
Freud believed that aggression is a primary instinct or drive as
he held sex to be. It is generally accepted at present that most
aggression results from frustration (Dollard et al, 1939), although
xrustration may lead to other behaviors such as withdrawal or regression,
Niem (1971) in her study of Chinese and American four-year-old children
found frustration to account for more than 75 per cent of the aggressive
incidents m both cultural groups. Common frustrations involved sibling
rivalry, wanting food or material objects possessed by others, physical
interference, and frustration of competence (failure)
. Other frequent
causes of aggression were physical attack (involving pain) and verbal
depreciation (involving lowered self-esteem)
.
Neurotic Symptoms: Hysteria, Multiple Personality
In Freudian theory, neurotic symptoms are based on a "return of
the repressed expressed symbolically as visions, in conversion hysteria
as physiological symptoms, in phobias (unconscious fears displaced
symbolically) or in splitting of the personality into "good" and "bad"
parts. Hysteria is common in authoritarian situations in which important
parts of the personality or self are not allowed expression and are
110
repressed because of the anxiety involved. Neurotic symptoms represent
symbolically both an expression and an inhibition of a feeling which is
important to a person. The return of the repressed feelings in symptoms
may give the person a chance to master his anxiety much as in dreams.
The hysterical symptom may be rewarded by the attention or concern of
others and may persist because of this "secondary gain."
Depression and Depersonalization
High self-esteem is based on a feeling of being valued by other
people and on trust that other people will be aware of and help meet
one's needs or that one is competent to meet one's own needs. Mutual
trust and caring and competence lead to affirmation of the self. When
social interactions leading to affirmation of the self are lost,
depersonalization and anomie often result. In an environment where
current values conflict with previously learned values, the ensuing
breakdown of the previous values can lead to anomie and depersonalization
Living in a strange situation can, in itself, lead to depersonalization
to the extent that one's self is defined by familiar others.
Depression often results from separation from familiar caretakers
or loved persons in other animal species as well as in man (Scott &
Senay, 1973) . Depression has probably been associated with mourning
throughout human history. Studies on reactive depression have indicated
that the following factors often precede the depression:
1. Loss of or separation from a loved person or persons.
2. Unmet needs for affiliation or social belonging (Durkheim, 1951).
Ill
Low self-esteem based on failure or rejection by others.
Anger (usually based on separation or unmet needs, or sometimes
based on ambivalence toward the lost object) turned on the self
(Freud, 1956)
.
CHAPTER XI
COMPARISON OF SELF-CONCEPT OF ADOLESCENT HAUSA GIRLS
ATTENDING RURAL AND URBAN BOARDING SCHOOLS
Purpose of Study
Psychologists have not yet placed sufficient emphasis on the
importance of cultural values in personality development or on the
relationship of social values to self-esteem and level of awareness.
Psychometricians have made the barest beginnings in measuring a person's
value hierarchy. Psychoanalysts have been more concerned with unconscious
motivation than with value systems, although the anthropologically-
oriented psychoanalysts, such as Kardiner, Horney and Fromm, were
aware of how the conditions of society affect personal value systems
and psychopathology.
Arikopo (1967) and Achebe (1958) studied the social implications
of the modernization of Nigeria and its effects on the traditional value
systems, but no one has collected objective data to demonstrate the
effects of modernization on the personality and value systems of the
Nigerian people. The present study is an attempt to measure some of
these effects.
Rationale of Study
From my own experience as headmistress in both rural and urban
schools and from reports of other teachers and principals of post-
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primary institutions, Hausa girls raised in a traditional culture who
attend rural schools appear to have more confidence in themselves and
nigher seif-esteem than do girls of the same age and background
attending urban schools. Girls attending urban schools which emphasize
a Western value system also exhibit more psychopathology, such as
aggression, stealing, and depression. It may well be that the closer
people are to their native environment and their traditional culture,
the higher their self-esteem and level of self-confidence will be
and the less psychopathology they will show.
It is possible that the urban school girls showed more
aggression because they were more frustrated by living in a new system
which tried to impose different values and ways of doing things. They
often displaced aggression on younger children or were aggressive in
competitition for material things which resulted in stealing. More
depression occurred in the girls attending urban schools probably
because of their separation from familiar people and places, and the
extreme change in environment also may have led to alienation andf
feelings of helplessness and failure.
Hypotheses
Because the influence of Westernization is greater on the school
in the urban area than on the school in the rural area, the self-
concepts of adolescent Hausa girls attending the rural school will
differ from those of the girls attending the urban schools in. the
following ways:
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1. Girls attending the urban school will score less highly on the
traits related to Hausa values.
2. The rural girls will score highly on traits related to positive
social interaction.
3. The urban girls will score more highly on traits indicating goal-
directedness or ambition.
4. The urban girls will score more highly on traits indicative of
psychopathology
.
5. Older girls attending urban schools will make lower scores on traits
related to traditional Hausa values than will younger girls in
urban schools and higher than both younger and older girls in the
rural school.
It is my general hypothesis that the self-concept of the Hausa
adolescent girls living in an urban school which tried to impose
Western values was disrupted by the conflict between those values and
traditional values. The girls in the urban school tried to internalize
Western behaviors and values but were not entirely successful because
of ensuing conflicts. The self-concept of the Hausa girls attending
school in the traditional culture should be more intact than that of
the girls in the urban school, because in the former there would be
less conflict between the perceived self and the ideal self. In the
girls attending the urban school, behavior considered to be appropriate
in Western culture would be in conflict with traditional Hausa values
and with the ideal self as influenced by those values. In addition,
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behavior considered appropriate in traditional Hausa culture would be
in conflict with the values of Western culture and that part of the
ideal self based on Western values. The imposition of Western values
could also lead to repression or suppression of traditional Hausa
values.
Method
Subjects
Subjects were 200 adolescent girls (aged 12 to 18 years) from
rural districts, raised in traditional Hausa culture; 100 attended
boarding school in a rural area and 100 attended boarding school in
an urban area. All girls spent their vacations (about four months a
year) in their homes in the rural area. In both the rural and urban
school 100 students were selected from forms two, three, and four.
These girls were all from Kaduna State. Many of the Hausa girls
attending i_he urban school are daughters of government workers who are
in the city as representatives of their occupation or profession.
These family units, which may include several wives and their children,
also include the family's assistant workers needed to run the household,
and these workers bring their children with them. About half of the
Hausa girls in the urban school were the daughters of the appointed
government representatives and half were children of the people who
worked for their families.
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Teachers
The girls' teachers lived at the schools with them and knew
them very well, whether teachers teach in the urban or rural school
is decided by the state government, and for this reason there is not
much difference between the type of teachers selected for these two
schools. The teachers describing the girls in each group consisted
of one Hausa and one from another tribe (Ibo or Yoruba)
.
Test Instrument Used in the Study
Ghiselli's Self-Description Inventory (Ghiselli, 1964) was used
to measure self-concept (see Appendix C) . This instrument was chosen,
because Dr. Ekpo Uffot, a psychometrician in the Department of
Psychology at the University of Lagos had found that the words in the
test were more descriptive of characteristics of the self in Nigerian
culture, and also, the test was more easily understood by Nigerians
than other, tests of self-concept, such as the Q-Sort.
The Ghiselli's Self-Description Inventory has a validity of
.50, based on a comparison of this inventory with a test of level of
aspiration done on a group of airplane pilots in training. It has
a test-retest reliability of .70 or .80 over a 7-months' interval
(Brown & Ghiselli, 1953).
Procedure
The Ghiselli’s Self-Description Inventory was administered to the
subjects in the Hausa language (see Appendix D) . Also, two teachers
117
who were housemistresses and who also taught the girls were selected
in each group to describe the girls, using the same instrument. This
was done to test possible discrepancies between what the subjects said
about themselves and what another person who knew them well said about
them, which would be a measure of "incongruity of self-concept" (Wylie,
1974 )
.
The teachers were told that the University of Lagos was interested
in knowing how students feel about themselves in order to advise the
Nigerian government about how to improve the schools in the future.
They were also told that it might help them to know more about their
students and possibly encourage the government to give them more funds
for the future development of their schools.
It was made clear to them that their names or anything that
would expose their identity or that of the students or school would not
be disclosed to the Nigerian government. The teachers agreed on the
Hausa translation of the items on the test and were asked to describe
each of the students on the inventory as they saw fit. They were
allowed to complete the forms at their convenience, and they returned
them two days later.
The students chosen to complete the Self-Description Inventory
were assefnbled in the assembly hall and took the test in the presence
of their teachers and myself. They were assured that the inventory
was not a scholastic test and would not go on their record and that
they need not put their names on the papers. They were told that there
were no right and wrong answers, that what was needed was an honest
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description of how they felt about themselves in terms of the items
on the inventory.
Statistical Methods and Interpretation of Results
Differences between the groups on individual traits were
analyzed by using Chi Square 2 x 2 tables (Siegel, 1956). A result was
considered significant if the probability its occurrence by chance
was equal to or less than .05. Comparing scores on individual items
of the two groups of subjects was done with the knowledge that if a
large number of items are analyzed, one may find some significant
differences by chance. The numbers of teachers and students checking
item were compared using percentage differences. A difference was
arbitrarily defined as occurring when the scores differed by 20
per cent. The same method was used when the responses of older and
younger students were compared.
Interpretation of Results
The results of the Ghiselli's Self-Description Inventory were
interpreted in the following ways:
1* terms of the traits valued in Hausa culture as studied
by Barkow (1972) . The traits were chosen from the
Ghiselli inventory in terms of Barkow' s definitions of
trust, modesty, kindness and generosity, patience, and
loyalty. Two Nigerian students at the University of
Massachusetts road the adjectives listed in Table 1 and
agreed independently that these adjectives described the
traits from the Hausa point of view.
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2. In terms of adjectives on the inventory which were
grouped into the following clusters: (a) social inter-
action and affiliation, (b) goal-directedness or ambition
(achievement)
,
(c) intelligence, and (d) psychopathology
(mostly traits indicating negative affect or mood).
i
CHAPTER XII
RESULTS
All the differences between the self-descriptions of the rural
and urban students reported in this chapter are based on Chi-square
analyses, and in all .instances, p < .05 and in most instances,
p < .001 (see Appendix A). The differences between descriptions of
teachers and their students and age differences in students'
descriptions of themselves are reported if there was a 20 per cent
difference between them (see Appendix B)
. To understand the meaning
of many of the traits, it is necessary to consult the Hausa trans-
lation (see Appendix D)
,
which in some cases differs considerably from
the English meaning of a word. For example, "excitable" was defined
as "easily angered" and "nervous," as "fearful." Some words were
mistranslated, for example, "shiftless" was defined as meaning "not
easily distracted." In all instances the items are categorized by
the Hausa definition, because both the teachers and students'
descriptions are based on these meanings.
Psychopathology
As predicted in the hypothesis, more of the urban students
described themselves as having traits indicating psychopathology
than did the rural students. Psychopathological traits included
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aggression, depression, and general traits, for example, instability
(see Appendix A) .
Aggression
The urban students described themselves significantly more often
as being aggressive, defensive, irritable, excitable and bitter than
did the rural students. (See Hausa definitions of these terms in
Appendix D.
)
As shown in Appendix B, a smaller percentage of older urban
students described themselves as being physically aggressive and as
feeling bitter (meaning to wish evil to others) than did younger
ones. A larger percentage of older urban students described them-
selves as being irritable and excitable (easily angered) . A much
smaller percentage of the older rural students described themselves
as defensive (easy to quarrel or fight) than did younger ones, and
10 per cent described themselves as being more bitter.
There was general agreement between the teachers' and their
students' descriptions on aggressive traits except that the urban
teachers described more of their students as being easily angered.
Deparession
This category consisted of traits such as despondent, apathetic,
moody, tense (unhappy)
,
and self-pitying. Significantly more of the
urban students described themselves as depressed than did rural
students. The teachers agreed with these descriptions in every
instance, except that they described fewer of the rural students as
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being apathetic than the students described themselves.
A larger percentage of older urban girls described themselves
as being despondent than was true of younger urban girls. A higher
percentage of older rural girls described themselves as being less
tense and moody than did younger ones. Sixteen per cent of the older
rural girls described themselves as being self-pitying compared to
none of the younger girls
.
Aggression-Depression
Traits in -this category were being dissatisfied, complaining,
fussy, and resentful. Significantly more urban students ascribed
these traits to themselves than did rural students.
The teachers, in general, agreed with the students, except
that the urban teachers said that an even greater number of their
students were resentful than the students themselves reported. In
the rural school, more of the older girls described themselves as
dissatisfied and complaining than did the younger ones. More of
the older urban students described themselves as resentful.
Other Psychopathology
This category consisted of traits such as immature, infantile,
changeable, nervous, not stable and not calm.
The urban students described themselves significantly more often
as being immature, changeable, nervous, less calm and less stable
than did the rural students . The teachers ' descriptions of the
students agreed with those of the students. The urban teachers
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described more of their students as being less calm and more nervous
than the students described themselves. The rural teachers considered
fewer of their students as changeable than the students described
themselves. The rural teachers also described a higher percentage
of their students as being calm than the students described themselves,
but they tended to agree with their students in the other traits.
The older urban girls described themselves as more infantile,
less calm and less stable than did the younger girls.
• Affiliation
As predicted in the hypothesis, the rural girls described
themselves significantly more often as having traits indicating more
social interaction and affiliation (friendliness, kindness and caring
about others) than did the urban girls. (See Appendix A.) The rural
students tended to describe themselves as more friendly, sociable and
affectionate, and less self-seeking than did the urban students.
The teachers of both urban and rural schools agreed with their
students. More of the urban students described themselves as being
selfish and ungenerous. The older urban students saw themselves as
less sociable, generous and affectionate than did the younger girls,
while older rural students saw themselves as more sociable and
affectionate than did the younger girls. The general trend in the
affiliation cluster is that more rural students described themselves
(and their teachers described them) as possessing these traits.
Friendly-Pleasant
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The rural students described themselves as good-natured, cheer-
ful, jolly, and pleasant more often than did urban students, and the
teachers in both schools agreed with their students, except that the
urban teachers described their students as less good-natured and
cheerful than the students described themselves. More of the younger
girls in both groups said that they were friendly, cheerful and
pleasant than did. the older girls.
Concern for Feelings and Welfare of Others
More of the rural students described themselves as having
traits indicating concern for the feelings and welfare of other people
than did the urban students. The rural students described themselves
as slightly more tactful and as less rude than did the urban students.
The rural students also considered themselves to be more thoughtful,
sympathetic and fair-minded, and their teachers agreed with them.
Teachers of the urban students described their students as more rude
and less understanding, sympathetic, and thoughtful thanthey described
themselves
.
Cooperation
Significantly more of the rural students saw themselves as
cooperative than did the urban students, and the teachers agreed with
that judgment.
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Dependency
More urban girls than rural described themselves as dependent,
and older girls in both groups more often described themselves as
dependent, but only the teachers of the urban girls agreed in their
description; none of the older rural girls were described as dependent
by their teachers,
Work-Achievement
The results of the responses from students in this category
i n<3-i
-c:ate that more cf the urban students were oriented toward work
and achievement than were rural girls. (See Appendix A.)
Ambition
Significantly more of the urban girls described themselves
as ambitious than did the rural students, and the rural and urban
teachers agreed with their students. A higher percentage of younger
rural students described themselves as ambitious than did the older
ones, but there were no appreciable age differences in the descriptions
of the urban students.
Amount of Work
Traits in this cluster include: industrious, alert (defined as
someone who works hard)
,
lazy (defined as not liking to work) and
prudish (defined as "moderate in work") . More of the rural students
said they did not like to work (were "lazy") than did the urban girls,
who said they liked to work. The teachers agreed with their students.
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but the urban teachers said their students liked to work more than
the students said themselves. The older urban students described
themselves less often as being lazy and more often as being alert and
moderate than the younger ones did. The younger rural girls more
often described themselves as being more alert and less lazy and
moderate than the older rural students did.
Planning and Foresight
Traits in this category are planful, foresighted, disorderly,
careless, and reckless. In general, fewer rural students described
themselves in these terms but said that they were more disorderly,
careless, and reckless, although a higher number of rural students
claimed to be foresighted. The teachers in both groups agreed with
their students on their descriptions.
Work Standards
The traits included in this cluster are: practical, realistic,
resourceful, thorough, self-controlled, conscientious, distractible
(not persevering) and shiftless (translated as persevering in Hausa)
.
Results indicate that the rural students pay less attention to
standards of work, although more of them described themselves as being
practical than did the urban students. The urban teachers described
fewer of their students as practical and realistic and more as
distractible, but also more as persevering than did the students
themselves. The rural teachers apparently felt that fewer of their
students were distractible but also that fewer were consientious than
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the students dsscribea ^selves. More oMer urban desor . bea
themselves as being resourceful and conscientious, but fewer said
they were realistic than the younger students did. Ther'e was not
nuch difference between the way the older rural students perceived
themselves compared to the younger ones, except that more of the older
students considered themselves to be self-controlled than did the
younger ones
.
Physical Strength and Speed
The traits in this cluster are: quick, energetic and weak.
The results on these traits are that more of the rural students
described themselves as "strong- than did the urban students, and
more of the urban students described themselves as "quick." The
rural teachers saw more of their students as weak and fewer as quick
and energetic than they saw themselves. Fewer of the urban teachers
described their students as quick, but most described them as energetic
than the students described themselves.
Independence and Courage
More of the urban students saw themselves as being independent
than did the rural students, but their teachers did not agree with
them. The rural teachers saw more of their students as being
independent than the students saw themselves. Both in the urban and
rural schools more of the younger students claimed to be independent
than did the older ones.
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More of the rural students described themselves as being
courageous than did the urban students, but there were no differences
between the teachers' description of the two groups on this trait.
There was no indication of age differences among younger and older
students on the trait of courage.
Traits Related to Intelligence
Examination of the responses from the students (shown in
Appendix B) indicates that more of the urban students considered
themselves to be intelligent than did the rural students. Both the
urban teachers and students were inclined to describe the urban
students as more oriented towards intellectual pursuits. The urban
students saw themselves as more clear-thinking, logical and
imaginative than did the rural ones.
The rural teachers described their students as less logical
but more sharp-witted and much less intelligent than the girls
described themselves. The urban teachers saw their students as less
clear- thinking and sharp-witted but not as less logical. They
described their students as only slightly less intelligent than the
students described themselves, but as more "dreamy" (defined as
slow thinking) . Within the rural student group, more of the older
students said they were imaginative and clear-thinking and fewer said
they were "dreamy" than did the younger students. The younger rural
students claimed to be more sharp-witted than did the older students.
More of the older urban students saw themselves as logical and
imaginative, but also as "foolish" (defined as not thinking clearly).
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Traditional ly Inadmissib I - Tr'ai t
s
In. traditional Hausa culture
prevent most people from ascribing
, modesty and uncompetitiveness '
certain traits to themselves, for
example being intelligent, ingenious, capable and efficient or as
possessing beauty or greatness. In the present study, it was found
that fewer of the rural girls admitted to possessing these traits
than did the urban girls. More of the urban students described
themselves as being intelligent, ingenious, oapacle, and efficient
than did the rural girls, and in both groups, the teachers tended to
disagree with their students. The urban teachers saw fewer of their
students as possessing these traits than the students did, and the
rural teachers described more of their students as capable than they
described themselves. More of the older rural girls believed
themselves to be intelligent than did the younger students. More
of the younger urban students saw themselves as dignified and poised
than did the older students, but more' older students saw themselves
as being capable than did the younger ones
.
Honesty
There was no difference between the number of rural and urban
students describing themselves as honest; all the girls in both groups
described themselves as honest. The urban teachers, however,
considered their students to be much less honest than the students
did themselves, whereas the teachers of the rural students agreed
that most of them were honest.
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Trustworthiness
Rural students said that they were dependable, reliable, steady,
responsible, and unaffected significantly more often than did their
urban counterparts. Although a large number of urban students
described themselves *as being sincere, their teachers did not agree
with them, as was also true about the trait, honesty. The older urban
students considered themselves to be more dependable than the younger
students did. More of the older rural girls believed themselves to
be steady and dependable than did the younger ones.
Traditional Religious Traits
The rural students more often described themselves in terms
of traditional Hausa religious virtues than did the urban students.
Both rural students and their teachers agreed that more of the former
were trusting, modest, kind and generous, patient, and loyal than
were the urban students (see Table 1)
.
As predicted in the hypothesis, there was a tendency for fewer
of the older urban students than younger ones to perceive themselves
as possessing traditional religious traits. More of the older urban
students described themselves as being less sociable, friendly, kind,
generous, and sympathetic and also as being less modest than did the
younger students. The urban teachers described more of their students
as being less sincere and frank and as more cynical and more impatient
than younger students. The older urban students described themselves
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as less cheerful and as much less stable than did the younger students,
but they saw themselves as more patient and dependable than did the
younger ones.
The positive and negative traits indicating modesty in a
religious sense were: modest, conceited, egotistical, self-centereed,
arrogant, and outspoken. Significantly more of the rural students
described themselves as modest, and fewer saw themselves as conceited,
egotistical, arrogant, and outspoken than did the rural students.
The teachers in both rural and urban schools agreed with their
students. More of the younger rural girls described themselves as
egotistical than did older rural girls. The older urban girls more
often said they were conceited, but less often said they were egotistical
than did the younger urban girls.
More of the rural students attributed the religious virtue
of patience to themselves than did the urban girls. In the rural
school, more students said they were patient, and fewer said they
were impatient, touchy (defined as impatient) and intolerant than
did the urban students, who described themselves as beina more
imoatient and intolerant. The teachers in both schools aareed with
their students. The younger rural girls saw themselves as more
patient than did the older rural girls. The younger urban students
saw themselves as more tolerant than did the older students.
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Traits Considered to be Anti-traditiona
1
More of the urban girls described themselves as being progressive,
enterprising, and inventive and civilized (Westernized) than did the
rural subjects. The rural teachers agreed with their students' self
description on these. traits
. The urban teachers agredd with their
students, with the exception of the traits: civilized (Westernized)
and progressive. The urban teachers asserted that a lower percentage
of their students were Westernized and progressive than the urban
students themselves did. In the rural school, more of the older
students said they were enterprising, progressive, and Westernized
than younger students did. There were no major age differences
between the younger and older students in the urban school, eexcept
that more of the older girls said they were entrprising than the
younger ones did. A high percentage of both older and younger urban
students described themselves as being Westernized and progressive.
CHAPTER XIII
DISCUSSION
The relationship between the self-description of the rural
students and Barkow's description of traditional Hausa values was
striking (See Taole 1) . The religious values and social qualities
inherent m the traditional Hausa culture appeared to be more
important to the rural students than to the urban ones. These values
seemed to be even less important to the older urban students than to
to younger ones, which may mean that the non-traditional values in
the urban school were accepted by more of the older students
(although many who did not accept them dropped out of school)
.
The rural students' responses also indicated that more of
them believed themselves to have traits indicating positive self-
esteem than did the urban students. They more often described
themselves as sociable, friendly, kind, generous, cheerful, sympathetic,
thoughtful, fair, and reliable than did the urban girls. Coopersmith
(1967) concluded that high self-esteem is based on the emotional
support, love, and warmth the child receives from his social environ-
ment, particularly from his parents. The urban girls did not see
their parents as frequently as the rural girls did and had fewer
friends than the latter did. Coopersmith also stressed the importance
of respect from others as one of the major antecedents of positive
self-esteem. More of the rural students seemed to be respected by
their teachers than were the urban students. The rurai teachers saw
their students as being more honest, reiiable, and capabie than did
the teachers of the urban girls who saw their students as dishonest
and insincere. Also, the descriptions of the rural teachers agreed
With those of their students more often on positive traits, while the
urban teachers more often described their students in terms of
negative traits and less often on positive traits. This difference
may have occurred because the rural teachers shared the traditional
Hausa values more than the urban teachers did, but the results
reached a high enough significance level to indicate that there
probably was an objective basis for their higher evaluations.
The rural students, whose school was close to home, and who
had friends from the same locality in the school were able to maintain
the same social ties at school as at home. They were also able to
communicate more effectively with their classmates because almost
all the students in the rural school spoke the Hausa language, while
m the urban school many students did not speak Hausa. Effective
communication is necessary for positive social interaction.
Self-Concept Conflict in the Urban School Girls
xhe conflict in the girls attending the urban school which led
to psychpatnology was between their self-image based on their
traditional culture and the Western values imposed on them in their
lij.e in school. The traditional Hausa values emphasize affiliation:
trust, kindness and generosity (friendliness)
,
loyalty, modesty, and
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patience. There is an acceptance of fate and a deemphasis on individual
achievement
.
Tne Western values in the urban school emphasized individual
achievement with an extreme deemphasis on affiliation. Western
values emphasize ambition, competition and self-assertion. The
frustration experienced as a result of the conflict between traditional
and Western values led to increased aggression and this, plus their
low level of affiliation, led to depression.
Comparison of Self-Concept of Rural and Urban Students
Self-Esteem
The rural students described themselves more often in positive
terras than did the urban students in almost all traits except those
involving ambition and achievement. The rural students more often
saw themselves as possessing traits concerned with affiliation and
trust, and their teachers agreed with them, while the urban
students more often saw themselves as having traits having to do
with ambition and achievement.
The urban teachers more often checked negative adjectives and
less often checked positive ones in their descriptions of their
students thcin did the girls themselves. The rural teachers more
often described their students in positive terms except as far as
achievement was concerned. The urban teachers agreed that their
students worked hard and were ambitious and capable but saw them
as less intelligent than did the girls themselves. They agreed with
137
their students' description of themselves s depressed, self-pitying,
and aggressive but saw them as even more resentful and as more
fearful than the students described themselves.
If self-esteem is based on affiliation and on achievement
or mastery, the urban students probably had lower self-esteem than
did the rural girls. Both the urban students and their teachers
described them in terms indicating low affiliation, and their
teachers saw them as less intelligent than they saw themselves.
Also, at least half of the urban students drop out of school because
of academic failure or emotional problems.
Self-Image in Relation to Ideal Self
The self-image of the rural students was more congruent with
their ideal self, because both were in terms of traditional Hausa
values and social expectations. The self-image of the urban school
girls was discrepant with their ideal self insofar as their ideal
self was split between traditional and Western values and how well
they were able to live up to their own expectations and those of
the school.
Self-Awareness
There was a large discrepancy between the teachers' description
of the urban students and their description of themselves, particularly
about honesty. All the urban students described themselves as
honest whereas the teachers described only 13 per cent as honest,
and the older students were described as less honest than were the
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younger ones. The need for the urban students to hide their true self
may have been greater in a school where they deperately wanted to perform
well in order to be allowed to stay. Often (in my observation) their
hostility was taken out on the younger students rather than expressed
openly. The teachers of the rural girls described almost all of them as
nonest, as the girls described themselves. The rural teachers, in general,
agreed with their students' self-descriptions
,
except that they described
them more often as being capable and inventive and less often as being
intelligent and efficient.
The urban students' low leve of self-awareness of their true feelings
may have led to their symptoms of hysteria and hypochondriasis as well as to
depression, whereas the rural students rarely showed any of these symptoms.
Level of Aspiration
That the urban students had a higher level of aspiration as far as
ambition and academic achievement were concerned was indicated both in their
^slf“descriptions and in their actual level of academic achievement compared
to the rural students. The rural students aspired to marriate and having a
family, which involves a high degree of affiliation.
Students' Attitudes toward the Schools and Toward Themselves
From my teaching experience with the rural students, I concluded that
they were not very keen on Western education and therefore tended to see the
school as a passing phase of life which had to be endured or as a newly-
introduced form of hobby. In working with the students for two years, I found
that the only courses that maintained their attention were religious
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instruction, physical education, and home economics. Their basic attitude
seemed to be to get the most enjoyment they could from the school. The
students were warm, kind, friendly, generous, and honest. Their main
motivating force was not academic achievement; they worked only when they
enjoyed what they were being taught and when the work was meaningful to
them. It was not surprising that their teachers described them as more
open and honest and as less ambitious than the teachers of the urban
students described the girls they taught.
The rural students obeyed the school rules only if it suited their
purposes, and rules not in their favor were generally ignored. They had
no fear of being dismissed from school, because they did not feel it was
important to stay in school. Their level of aspiration was more in terms
of traditional values; of settling down and raising a family the way their
mothers had before them.
The urban school presented a different picture. The urban students,
even though they were originally from the same rural Hausa background as
the rural students, were apparently beginning to acquire some of the traits
associated with Western values, such as ambition, competition, and the work
ethic. Achievement for most of these students was geared to work success
in the future, and their achievement motivation was high. Because they
had to work hard in order to maintain their grades in school, it is likely
that they experienced the anxiety of competition. It is not surprising
that the. students in this kind of atmosphere described themselves as less
stable and more aggressive, resentful, and depressed. At the same time,
the urban students described themselves less often in terms indicating
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filiation than did the rural students. Frustr. ion results when needs
are not met and expectations are high, and frustration often leads to hostile
aggression, which if turned inwardly can lead to depression. Very few of
the rural students (who were high in affiliation and whose level of
aspiration in terms of academic achievement was probably not as high as
that of the urban girls) checked traits indicating aggression and depression.
The older urban students described themselves as more depressed
and more resentful and nervous (fearful) than did the younger ones. This
difference may have occurred, because the older the urban students were,
the more they may have worried about the future and what it might hold for
them, and also they were exposed to Western values longer than the younger
girls were. The students in the urban school seem to have acquired the
motivations common in Western culture. They apparently became more achieve-
ment oriented, more ambitious, dissatisfied, and bitter. Perhaps these
students see life in the city as designed only for those who can make good
grades in school. Their level of aspiration and ambition was more geared
to getting a good certificate, which would lead to a job in the city with
a high salary. The urban students apparently saw themselves in terms of
traits which lead to material gain and prestige rather than in terms of
affiliation.
The higher incidence in their self-descriptions of traits indicating
psychopathology can be related to Durkheim's theory of anomie. When the
Hausa girls enter the city schools, they lose contact with childhood
friends arid with familiar values. The parents of most of these students
work in the city, and therefore have less help and less time for their
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families than do the parents of the students who live in the
rural area. In the rural villages, grandparents and aunts and uncles
give extra help in the socialization of the children, and in general
the extended family gives more warmth and support more of the time to
the girls attending school in the rural area.
It was much more difficult to influence the behavior of the rural
students by any kind of disciplinary measures, because they were not
dependent on the teachers or school administration to meet their needs
but rather depended on their friends at school and their family at
home. At school, their needs for affiliation were met by their girl
griends, and they felt free to run away to their homes or even to get
married as early as 13 years of age. Some of the girls did marry and
later returned to the school.
The girls in the urban school were prevented from running away
by a barbed wire fence with only one iron gate guarded night and day.
These girls also were made to feel that academic achievement was the
most important goal in life and that failure was a disgrace to their
families
.
The urban students described themselves (and their teachers
described them) as being less orderly than was true to the rural
students. In an environment where the drive to achieve is encouraged,
the organizational structure will tend to be more rigid and the
discipline more strict and the standards or orderliness higher than
in the rural setting.
The rural students were apparently more tradition-directed,
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because they tended to chobse goals they we: familiar with rather than
accepting the school's goals for them. The urban students were made
to stick to the rules, and they did not often get to do what they
wanted to do, hence the greater number of girls who said they were
resentful.
It is interesting to note that while more of the rural students
described themselves as being "strong," more of the urban students said
they were quick. " It is more advantageous to be strong in a rural
setting than quick, but city life requires quickness more than strength.
It was equally interesting to note that the older urban students said
they were less sociable, friendly, and cheerful than younger students
did, while the older rural girls said they were more sociable and
friendly than did the younger ones. These results may indicate that
length of residence in the schools influenced these traits in opposit-
directions. The teachers of the rural students agreed with their
students, but the urban teachers described their students as even less
friendly and cheerful than the students described themselves.
The greater discrepancy between the urban students' description
of themselves and that of their teachers compared to the more congruent
descriptions of the rural girls and their teachers can also be seen
as indicating poor personality integration in the urban subjects
(Rogers, 1951)
.
Limitations of the Study
One of the main problems that researchers on self-concept have
encountered is that of defining self-concept in operational terms. In
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the present study
,
uhe author has used self-report as the basis for
inferring the subjects' phenomenological self-concept. This method
may be considered incomplete, because self is both phenomenological
and non
-phenomenological
. The non-phenornenological self is part of
the unconscious which probably plays a large role in determining
behavior. Wylie (1974) suggested that the best way to study self-
concept would be to use verbal report to measure the conscious self
and also to use projective techniques (such as the TAT and sentence
completion) from which the unconscious self could be inferred.
In the present study the subjects were assessed by their teachers
whohad known them on the average for two years which made it likely
that their descriptions of the students' traits would be valid and
might reflect some of the aspects of self which the students could
not admit or accept.
It would be desirable to have some information about the
background and personality of the teachers who described the students
to see how these factors might affect their assessment of their
students
.
It would have been desirable to analyze the relationship of the
students' self-descriptions and their teachers' descriptions of them
using a correlation technique (Pearson's r, for example), but in order
to preserve the students' anonymity, their names were not recorded
either on theirs or on their teachers' descriptions of them. Code
numbers could have been assigned to assure anonymity.
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If the clusters of traits taken from Ghiselli's Self-Description
inventory could have been more inclusive and more balanced in terms of
number of items, scores for individual students could have been derived,
and analysis of variance could have been used to analyze the data
instead of Chi square', which is a less exact measure.
The selective factor determining which students attended the
rural or the urban schools also must be considered. The students who
went to the urban school did so for different reasons, usually because
their parents were working in the area and lived near the school,
although their extended family still lived in the rural area. Some,
but not all the students attending the urban school were children of
government workers who were in the city for only a few years. The
older students attending the urban school represented a select group:
the ones who could take the pressures for 5 years. There was an
attrition rate of about 50 per cent in the urban school and a much
smaller rate of attrition in the rural school, where a student could
drop out or get married and return to school at will.
Another limitation of the present study is that the validation
of the traits valued by the traditional Hausa (Barkow, 1972) was done
using adult males, and women's values and notions of "self" should be
included in future studies.
1 1ona 1 Hausa Culture Versus Western Culture
This thesis has been primarily concerned with the effects of
Westernization on Hausa culture, particularly on the school system.
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In evaluating the effects of Western" culture on traditional Hausa
culture, one is apt to see +n, a n , .r relationship as a question of the •
survival of one culture versus the other. This thought occurs because
SO often in the past the adaptation of western culture has destroyed
the basic values and institutions of a traditional culture.
unfortunately, there is much historical evidence that tradition-oriented
peoples are all too often willing to adopt many aspects of Western
culture uncritically. There is always the question of whether peoples
from different cultures can work together without one culture
exploiting or dominating the other or without the people in the culture
with less power identifying with or accepting the values of the people
in the culture with more power.
The vast resources of the minimg and oil interests in some
Western countries have often led their governments to give loans to the
developing countries only in terms of their compliance with the value
and interests of the Western culture. For example, loans may be made
to build schools only if the schools comply with Western values and
standards of education.
This method of influence has led nations such as Tanzania, under
the leadership of Nyrere, to adopt the policy of ujama (or "self-
reliance' ) and of refusing help from Western countries or Western
dominated organizations in order to keep their own culture (and self
de termination) intact, even i
i this means suffering great hardship
and poverty.
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The "advantages" and comforts of Western culture are now known
to people in most countries of the world, and this knowledge and
Western influence will not go away.
Certainly it is to the advantage of the developing countries to
possess some Western medical and agricultural knowledge to preserve
the health of their people and to adapt some labor-saving devices
to save them from some of the stress of back-breaking labor, but is
rt necessary that one culture be destroyed by adopting some elements
from another?
Is not the most basic question to ask; "What are the most
valuable
,
elements injfe^n_culture which can be combing ,
traditional culture without destroying the most constructive elements
of their value system? "
How far does one have to go in accepting Westernization? why
cannot some of its values be successfully adapted to a traditional
culture such as that of the Hausa? What elements of Western culture
uo the Hausa need to adopt in order to survive and to allow their
culture to survive, perhaps in a somewhat modified form?
The Hausa must be educated in order to be aware of what is
happening in national and in world politics in order to protect them-
selves against exploitation by others.
In the past, the Hausa were content to let others manage the
commercial and professional aspects of Nigerian society as well as
the associated bureaucratic and clerical elements. Other people were
in government posts and also in control of what happened in the country
as a whole
.
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The Hausa own about three fourths of Nigerian land and form about
two thirds of the population. After 1970, the Hausa became acutely
aware of their need for an education which would enable them to be in
control of their own lives, particularly in jobs as government officials
or workers. Those Hausa who were serving in government offices saw
that it was necessary to be able to read if they were to know what was
happening in the country and in the world. They also became aware of
the need to train women to become teachers and to become midwives
and nurses.
The results' of the present study illustrate what can happen in
a group of adolescent girls when pressures for achievement, which
dominate in Western culture displace affiliation, which is dominant
in traditional Hausa culture. The qualities found in the rural Hausa
girls of trust, honesty, friendliness, kindness and generosity and
cooperation (which are involved in affiliation) were replaced in the
urban Hausa girls by mistrust., dishonesty, unfriendliness, selfishness
and agression when their needs for friendship were not allowed expression
and competition and achievement were stressed at the expense of friend-
ship. In addition, in an environment which was structured in such a
way that feelings of friendship and belonging were not encouraged or
allowed expression, psychpathology resulted in the forms of hysteria,
aggression, and severe depression. When needs for the company of
familiar persons and customs and even familiar foods were denied,
anger, aggression, and resentment resulted which were probably increased
by failure (frustration of competence)
.
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It is evident that the apathy and depression ot the urban girls
observed even during the first week of school was based on loss of
their familiar world of family and friends, and their lack of opportunities
to make friends resulted in extreme social isolation. Their anger
and resentment would tend to increase their depression if turned on
themselves, and their low self-esteem based on academic failure and
depreciation by others would also contribute to their depression.
Paykal (1973) in a study of life events and acute depression
found two major clusters of events which preceded depression:
1. Separations from family members arid friends by death,
moving to another city, changing schools, or based on
iculties in interpersonal relationships.
2
- Loss of self-esteem from academic failure, examination
failure, or threats of job loss or loss of a social role
or status.
The comparison of the students in the urban and rural schools
documents these findings dramatically, and the specific factors involved
in cultural change which created this psychpathology are highlighted.
CHAPTER XIV
IMPLICATIONS, SIGNIFICANCE, AND RECOMMENDATIONS
Significance of Study
The present study is intended to be a starting point for future
research in the area of self-concept and psychpathologv among the
Hausa of Nigeria.. In 1976, I was given a grant by the Department of
Human Resource Unit of the University of Lagos to conduct a study in
this area. The present research on differences in self-concept as
related to cultural change is the first of a series of studies that
I plan to undertake from 1977 to 1979, with the ultimate aim of
pointing out ways in which Nigerian schools can foster positive self-
image, build self-esteem and increase level of awareness in their
students.
Foi the future, I have proposed that a book based on my research
findings be written for guidance counselors working with Hausa
adolescents, the purpose of which would be to help clarify the
students' personal values and to help them develop a personal philosophy
or ideology that wou.id help clarify and guide them towards their
future goals.
The research findings in the present study will be useful to the
Ministries of Education at both federal and state levels, to school
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administrators
,
to parents and teachers, to social workers, medical
officers, psychiatric workers, and to future researchers in the area
of cultural change and its effects on the lives of people.
Recommendations
Ministries of Education
Ministries of Education often have the responsibility of deciding
on sites for schools and the types of schools that should be built.
Very often the decisions about the physical layout of the schools are
made by the chief engineer, his architects, and the Education officer
in charge of planning without regard to function or how the structure
of the school will affect the lives of the students and teachers who
live and work in them or with little thought about whether or not
their living situation will allow their traditional customs and patterns
of friendship to take place. It might prove valuable to make a
sociological survey of the area where the school is to be built to
determine the customs of the community, because if the students are
to benefit from the educational system, some of their traditional ways
and values should be respected and incorporated into the school system.
A nutritionist from the area who knows and respects the local
dietary customs should also contribute to the planning of the school.
The traditional chiefs, who know the native traditions, should,
in consultation with the school chiefs, serve as advisors to the
school planners.
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More time should be allowed for the students to explore their
particular talents. At this point in time, perhaps administrators
should consider implementing a type ofP secondary education which will
aUOW UldlVldUal StUdentS to ^ os far as they want to go academically
but Which Will also Offer vocational training for those students who
are not interested in a university education.
It is important to relate the curriculum to the lives of the
students. ihe students need to be given guidance to help them under-
stand themselves and what they really want to he, and they need more
free time to enable them to make friends.
Teachers and administrators need to know and understand more
about their students' needs and what they think about themselves in
terms of how valuable their school work is to them.
Significance of the Study to Classroom Teachers
Classroom teachers will be aided by this research in several
ways. They will learn that the stress based on overcrowding and an
overemphasis on scholastic achievement at the expense of self-
expression and the opportunities to make friends create anxiety and
depression in adolescent girls, and these symptoms can interfere
with learning.
f fcance or the Study to Parents
Parents could help the school administrators by giving them sonv
information about their children. It would be a good idea if schools
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would have conferences with the parents regarding their students' needs
and behavior. It is certainly not possible for the schools to provide
all the necessary conditions for each individual student's comfort
and satisfaction, but the school should provide some measures in this
direction
.
Study for Traditional Rulers
Traditional rulers in Nigeria will learn from this study that
their opinion is needed in the formation of educational policies.
Some traditional leaders, though reluctant to admit this, feel that
the generation now in power has no need for them or for what they
stand for. They need to be convinced that traditional customs are
important, not only to the older generation, but to the young as well.
They should try to transmit to the younger generation some of the
traditional customs which still would have value and meaning to young
people. Their basic religious values such as Immani and Kirki are
as much (if not more) needed in the world today than in the past.
In terms of the school curriculum, there is no reason why
students should not be given music lessons on traditional instruments
such as the drums and cane violin in addition to the piano and violin
lessons taught in Nigerian schools. Weaving, pit-dyeing, and basket
weaving have all but disappeared from high school curricula, and these
arts and crafts are interesting and useful as vehicles of expression
for the growing adolescent girl, as well as having high esthetic value.
Students should not only be taught these arts but encouraged to respect
them as requiring a high level of skill and as having a high level of
complexity and beauty.
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Hausa dance could also be taught in pi -8icW education courses
_
and books of Hausa and other African folk tales could be utilized
as part of cheir literature courses or could be made into dramatic
plays.
Conclusions
in doing the present research, the author has learned to under-
stand the needs of adolescent school girls more fully, it is hoped
that this study will give the reader some insight into the educational
and personal needs of adolescent Hausa girls in Nigeria, because
such an understanding is important in the future planning and research
in education.
The extreme dichotomy between affiliation and achievement seen
in the Hausa girls in the rural school and the Hausa girls in the urban
school points clearly to a conflict which also appears in extreme
form in the values of traditional culture versus those of Western
culture
.
The writer has not meant to imply from the results of her
observations and study that affiliation is more desirable and valuable
than achievement. Certainly one • s needs for affiliation must be met,
and one must learn to express these needs to others, not only to
insure the survival of human society, but to free people from their
greatest fear, social alienation. But one must also have knowledge,
not only to be safe in terms of survival, but to know what are the
alternatives to choose from to meet one's true needs. Knowledge of
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self must precede knowledge of alternatives or choices, and the
purpose of education is to help a person know what his needs and goals
are and then to help him find ways to achieve these goals in socially
constructive ways. Thus, knowledge is involved in awareness of needs
and feelings and also in knowing how best to gratify or express those
needs and feelings in one's society.
There is also a need for knowledge for its own sake and interest,
co prevent boredom in young, growing students who need to be actively
learning.
It should also be understood that in a society (such as Western
society) in which the protection of the extended family and other
social support systems are weakened, the individual must achieve in
order to survive.
In Nigerian society today, there is now a great need for teachers,
nurses, doctors, and engineers whose training can help build a new
and better society. The need for higher education of young people
in Nigeria is very real and urgent today, but must their education be
at the expense of Imrnani, or their trust, friendship and generosity
and their helpfulness and cooperation with others which is the essence
of their spiritual self?
Cannot a society or a personality exist in which achievement
and affiliation are both present in optimal proportions for that
particular society or person?
Freud answered this question as simply as only a geniuscould
answer it. When asked what abilities a person should have to be
mentally healthy, he answered. To work and to love."
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COMPARISON OF RURAL AND URBAN
.
(Based on Chi Square 2 x
STUDENTS’
2 tests, d
SELF
.f. =
-DESCRIPTIONS
1)
Trait
Rural Urban Chi
Square
P <
—
'
Number Checking
Yes No
Number
Yes
Checking
No
Psychopathology
Aggression:
60B aggressive 17 83 98 2 130.9 .001
44A defensive 46 54 94 6 52.6 .001
45B irritable 19 81 65 35 41.6 .001
37B quarrelsome 10 90 85 15 109.8 .001
63B excitable 20 80 54 46 23.4 .001
58B bitter 5 95 28 72 17.6 .001
Aggression-
Depression:
61A dissatisfied 11 89 92 8 128.1 .001
52B complaining 10 90 . 81 19 98.8 .001
56A fussy 39 61 74 26 23.5 .001
62B resentful 18 82 63 37 40.2 .001
Depression:
•
31A despondent 12 88 80 20 90.4 .001
50A apathetic 31 69 94 6 82.0 .001
39B moody 30 70 74 26 37.0 .001
45A tense 50 50 78 22 15.8 .001
59B self-pitying 8 92 100 0 166.7 .001
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APPEND LX A
COMPARISON OF RURAL AND URBAN STUDENTS' SELF-
-DESCRIPTIONS
*
Rural Urban Chi P <
Trait Square
-
Number Checkinq
Yes No
Number
Yes
Checkinq
No
Psychor»atholo 2y
General:
37A immature 27 73 90 10 79.2
.001
41B infantile 19 81 19 81 0.0 n.s.
47A changeable 27 73 74 26 42.3 .001
36A emotional 20 80 87 13 87.5 .001
48A nervous 23 77 8 92 7.5 .01
31A stable 79 21 30 70 46.5 .001
19B calm 76 24 35 65 32.4 .001
Affiliation
General:
4A friendly 92 8 57 43 30.4 .001
22A sociable 72 28 37 63 23.3 .001
17A affectionate 89 11 58 42 24.7 .001
38A unfriendly 8 92 92
•
8 139.7 .001
40B cold 25 75 82 18 63.0 .001
13A kind 97 3 60 40 45.1 .001
32B generous 87 13 60 40 17.4 .001
18B thrifty
(ungenerous) 15 85 72 28 63.9 .001
38B self-seeking 0 100 80 20 130.0 .001
53B selfish 22 78 82 18 69.7 .001
42B stingy 8 92 84 16 113.0 .001
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COMPARISON OF RURAL AND URBAN STUDENTS' SELF-DESCRIPTIONS continued
Trait
Rural
Number Checking
Yes No
Urban Chi p <
Square
Number Checking
Yes No
Affiliation
Concern for
Others’ Feelings:
2A understanding 80 20
15B tactful 80 20
54A rude 9 91
Concern for
Others’ Welfare:
20B fair-minded 78 22
20A thoughtful 92 8
30A sympathetic 87 13
59A hard-hearted
,
1
4 96
Friendly-
Pleasant
:
23B good-natured 87 13
4B cheerful 94 6
13B jolly 92 8
24A pleasant 72 28
Cooperative
:
82 18
Dependent
:
18 82
73 27 1.0 n. s. y
69 31 2.7 n.s.
69 31 52.5 .001
56 44 9.9 .01
50 50 40.8 .001
51 49 32.1 .001
48 52 52.1 .001
61 39 16.2 .001
62 38 28.9 .001
35 65 67.7 .001
39 61 23.4 .001
40 60 38.8 .001
90 10 107.5 .001
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COMPARISON OR RURAL AND URBAN STUDENTS’ SELF-DESCRIPTIONS continued
Trait
Rural
Number Checking
Yes No
Urban
Number Checking
Yes No
Chi
Square
P <
Work-Achievement
Planning and
Foresight :
10 A planful 60 40 51 49 1.6 n. s
.
31B foresighted 78 22 20 80 65.0
.001
55B disorderly 18 82 oo Cn
•
15 87.1 .001
49A careless 40 60 68 32 14.6 .001
34B reckless 40 60 72 28 21.4 .001
Standards
:
9B practical
t
72 28 60 40 11.9 .001
15A realistic 50 50 81 19 24.9 .001
lOB resourceful 59 41 62 38 0.0 n.s.
.
2B thorough 60 40 52 48 0.9 n^s.
27B self-controlled 60 40 97 3 38.4 .001
28A conscientious 56 44 60 40 0.2 n.s.
52A distractable
(not persevering)
47 53 28 72 6.9 .01
58A shiftless
(persevering) 50 50 48 52 0.02
.
n.s.
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COMPARISON OF RURAL AND URBAN STUDENTS’ SELF-DESCRIPTIONS continued
Rural Urban
Trait
Chi
Square
P<
Number Checkinq
Yes No
Number Checking
Yes No
Intelligence:
14B clear-thinking 78 22
12A sharp-witted 29 17
29A logical 77 23
27A imaginative 52 48
49B foolish 0 100
55A rattle-brained 8 92
46A dreamy (slow) 51 49
42A shallow (not
much knowledge) 20 80
40A Stubborn 18 82
36B headstrong 33 67
57A opinionated
•i
56 44
Traditionally
Inadmissible:
16B intelligent 52 48
21B ingenious 37 63
1A capable 50 50
14A efficient 42 58
IB discreet 87 13
21A poised 24 76
26A dignified 2 98
70 30 1.4 n.s'.
72 28 36.7
.001
69 31 • 1.2 n.s.
75 25 10.4
.001
13 87 11.8
.001
8 92 0.0 n.s.
10 90 38.0 .001
13 87 4.2 .05
90 10 101.5 .001
100 0 97.8 .001
70 30 .4 n.s.
94 . 6 42.6 .001
73 27 24.7 .001
82 18 21.4 .001
97 3 64.4 .001
41 9 .5 n.s.
98 2 112.0 .001
79 21 119.8 .001
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COMPARISON OF RURAL AND URBAN STUDENTS’ SELF-DESCRIPTIONS continued
Trait
Rural
Number Checking
Yes No
Urban
Number Checking
Yes No
Chi
Square
P<
Honesty:
32A honest 100 0
17B frank 100 0
63A sly 3 97
51B evasive 20 80
Trustworthine<;«?;
19A sincere 100 0
22B steady 91 9
11A unaffected 80 20
25B reliable 100 0
25A responsible 96 A
?B dependable
- 82 18
62A undependable 17 83
39A affected 20 80
6AA irresponsible 36 6A
Religious Values
Trusting
:
60A cynical (not
trusting) 10 90
7A loyal 96 A
100 0 0.0 n.s.
96 A 2.3 n.s.
27 73 2A.5
.001
19 81 0.1 n.s.
100 0 0.0 n.s.
12 88
\
121.8
.001
86 1A
.9 n.s.
90 10 8.5 .01
81 19 9.6 .02
70. 30 3.3 n.s.
87 13 95.
A
.001
55 A5 26.1 .001
51 A9 3.9 .05
70 30 72.5 .001
58 A2 38.6 .001
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COMPARISON OF RURAL AND URBAN STUDENTS' SELF-
-DESCRIPTIONS continued
Rural Urban Chi P<
Trait
Square
Number Checking
Yes No
Number
Yes
Checking
No
BMlgious Values
<c°Htinued)
tL'desty:
Mb modest 80 20 26 74 .54.2 .001
MA conceited 1 99 65 35 89.8 .001
egotistical 23 77 81
.
19 44.3 .001 .
Mb self-centered 19 81 24 76 .5 n.s.
^B arrogant 44 56 31 69 4.2 .05
Mb outspoken 22 78 79 21 62.7 .001
Patience
:
•^B patient 92 8 41 59 55.9 .001
Mb impatient 1 99 12 88 82.2 .001
Mb intolerant 2 98 31 69 26.5 .001
Mb touchy 29 71 83 17 57.0 .001
—*-1- traditional
Va Itipg
;
civilized 20 80 92 8 102.3 .001
(Westernized)
progressive 50 50 91 9 38.5 .001
^A enterprising 40 60 76 24 25.1 .001
*B inventive 6 94 78 22 103.5 .001
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GHISELLI'S SELF-DESCRIPTION CTENTORY
e purpose of this inventory is to obtain a picture of the traitsyou believe you possess, and to see how you describe yourself. There
are no ngnt or wrong answers, so try to describe yourself as accurately
and honestly as you can. ^
1 . capable 11. unaffected
discreet alert
2. understanding 12. sharp-witted
thorough deliberate
3. cooperative 13. kind
inventive lolly
4. friendly 14.
•
efficient
cheerful clear-thinking
5. energetic 15. realistic
ambitious tactful
6. persevering 16. enterprising
independent intelligent
7.
l
loyal
\
17. affectionate
dependable frank
8. determined 18. progressive
courageous thrifty
9. Industrious 19. sincere
practical calm
10. __planful 20. thoughtful
resourceful fair-minded
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21. poised 27. ^imaginative
ingenious
self-controlled
22. sociable 28. conscientious
steady quick
23. appreciative 29. logical
good-natured adaptable
24. pleasant 30. sympathetic
modest patient
•
CS| responsible 31. stable
reliable foresighted
26. dignified 32. honest
civilized generous
In each of the pairs of words below. check the one you think 1
describes you.
33. shy 37. immature
lazy quarrelsome
34. unambitious 38. unfriendly
reckless self-beeking
35.
'
1
noisy 39. affected
arrogant moody
36. emotional 40. stubborn
headstrong cold
APPENDIX C continued
conceited
53. weak
infantile
selfish
shallow
54. rude
stingy
unstable
self-centerpH
55. rattle-bra
-f neH
frivolous
disorderly
defensive 56. fussy
touchy
submissive
tense 57. opinionated
irritable pessimist-! r
dreamy 58. shiftless
dependent bitter
changeable 59. hard-hearted
prudish self-pitving
nervous 60. cynical
intolerant aggressive
careless 61. dissatisfied
foolish
apathetic
egotistical
outspoken
62. undependable
resentful
despondent 63. sly
evasive excitable
distractable 64. irresponsible
complaining impatient
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APPENDIX D
HAUSA TRANSLATION OF GHISELLI'S SELF-DESCRIPTION INVENTORY
Trait Hausa Translation English Translation
1. capable Yiyawa An able person (to do)
discreet Mai-amana Given to good judgment
2. understanding Mai tausayi Considerate and fair
thorough Yaya-aiki Good at work
3. cooperative Marasa gardama Tolerant, will work
inventive Kwarjuni Wanting to create something new
4. friendly Mai aminci Kind, generous
cheerful Mai dariya Smiles a lot, friendly
5. energetic Mai karfi Strong (muscular strength)
ambitious Mai zafin naima A very hot person when in need
6. persevering Marasa gajiya Someone who never tires at a job
independent Marasa son taimoko Not needing - trust in one's
ability
7.
,
1
loyal
')
Mai amana Faithful - trusting in God
and in people
dependable Mai yarda Trustworthy
8. determined Mai hidima Dissatisfaction because one
wants more than he requires
courageous Karfin hali Adventurous, taking risks
9. industrious Zafin naima Will do anything to achieve
something - excessive work
practical Wayo Clever at something, usually
with hands
10. planful Dabara To follow a direction
resourceful Mai kwokari Someone who makes use of
everything
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11 .
12 .
13 .
14 .
15 .
16 .
17 .
18 .
19 .
20 .
HAUSA TRANSLATION OF GHISELLI'S SELF-DESCRIPTION INVENTORY continued
Trait Hausa Trans English Translation
unaffected Mai gaskiya A trustworthy person
alert Mai kwokari Someone who works hard
sharp-witted Mai dabara Planful, with direction
deliberate
k j
Mai ganganci To do something knowingly,
on purpose
Kind Mai Kyauta Kind and generous
jolly Mai ban dariya A person who makes others
laugh and feel happy
efficient Kiyaya
•
Good at a job
clear- thinking Mai tinani Foresighted
realistic Mai gaskiya Someone who is with truth,
down-to-earth, natural
tactful Dabara Works and talks with care
not to hurt others
enterprising Mai Kwakari Someone who tries with a ’ lew
he can succeed on his own
intelligent Mai kwanya Someone with a lot of brain,
able to do brain work or think
affectionate Masoyi Loving, caring
frank Mai gaskiya Truthful, honest
progressive Mai ilimi A strong urge to make progress
thrifty Mai addana To use material or money sparing
sincere Mai alkawari Someone you can trust, who will
keep a promise
calm Hakuri Not erratic, cool
thoughtful Mai tinani Concern for others in a kind way
fair-minded Wanda ya san yakamata Generous, kind, and considerate
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HAUSA TRANSLATION OF GHISELLI'S SELF-DESCRIPTION INVENTORY continued
Trait Hausa Translation English Translation
21. poised Kwau To consider one's self
as bodily beautiful
ingenious Kwanya Something to do with intelli-
gence or brain work
22. sociable Mai zummunci Fond of people and being
with then
steady Dattijo Someone who is truthful and
reliable
23. appreciative Mai godiya Shows gratitude for what he has
or what is done for him
good-natured Mai kwau halli Pleasant, friendly
24. pleasant Mai kirki azanci Good-natured
modest Mai kunya Not arrogant
25. responsible Mai kirki da yarda A good person, reliable,
trustworthy
reliable Mai ammana Somebody one can trust
26. dignified Mai Kwarjini To attribute greatness to
one's self
civilized Marasa duhunkai Westernized values
27. imaginative Dabara Resourcefulness, use what is
at hand
self-controlled Dattiyo Self-disciplined
28. conscientious Mai kula Someone who is careful or steady
quick Mai sauri Fast at doing things
29. logical Mai lisafi Someone with a lot of calculatic
who can figure things out
unemotionally
adaptable Marasa damuwa Someone who is patient and
does not create trouble
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HAOSA TRANSLATION OF GHISELLI'S SELF-DESCRIPTION INVAOTORY continued
Trait Hausa Translation English Translation
30. sympathetic Mai tautsayi One who feels concerned about
others who are less fortunate
patient Hakuri Calm, tolerant, suppression
of feelings
31. stable Mai kangado Someone you can predict,
"having a bed"
foresighted Rufin tinani Deep thinking before action
32. honest Mai gaskiya Truthful, honest
generous Mai kirki Generous, kind, gives to
others less fortunate
33. shy Mai kunya Does not look straight at
people
lazy Marasa kwokari Someone who does not try
for himself
34. unambitious
/
1
/
Marasa damuwa Someone who does not want more
than he has - cool and collecte
and not easily disturbed
reckless Marasa tunani Doing things with little though
35. noisy Mai surutu Noisy
arrogant Mai girman kai Big head - to assume airs
36. emotional Marasa kangado Not stable
headstrong Taurinkai Stubborn
37. immature Kurchiya To behave like a child
quarrelsome Fushi Person who fights in words
or physically
38. unfriendly Marasaso Not kind, unfair, not caring
self-seeking Mai sonkai Egotistical
39. affected Marasa kula Someone you cannot trust
moody Marasa fara'a Someone who is not cheerful,
who smiles little
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HAUSA TRANSLATION OF GHISELLI'S SELF-DESCRIPTION INVENTORY continued
Trait Hausa Translation English Translation
40. stubborn Mai taurinkai Not wanting to change in the
face of contradictory evidence
stupid
cold Mai tsainjingiki Unfriendly, not caring
41. conceited Mai son kai Somebody who likes himself
w^-bh little consideration
for others
infantile Yarantaka To behave like a child in
a foolish way
42. shallow Marasa tunani Without depth, not much
knowledge
stingy Marasa Kwauta Not generous
43. unstable Marasa kangado Someone whose behavior you
cannot foretell (lack of
sleeping bed, unpeaceful)
frivolous Marasa gaskiya Not trustworthy
44. defensive
/
Mai son fada Someone who likes to fight
irrationally
touchy . Ma'a fadaci Impatient
45. tense Marasa fara'a Rigid, without cheerfulness
irritable Mai saurin fushi Somebody who gets angry easily
46. dreamy Mai tsanyin jiki Very slow in thoughts and action
dependent Marasa son taimoko Soheone who always wants help
47. changeable Mara kangado Not dependable, not peaceful,
(not having a sleeping bed)
prudish Daidaita Doing things in moderation,
not ambitious, not lazy
(defined as prudent)
48. nervous Mai rawanjiki Tremor associated with fear,
not courageous
intolerant Mara hakuri Somebody without patience
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HAUSA TRANSLATION OF GHISELLI’S SELF-DESCRIPTION INVENTORY continued
Trait Hausa Translation
.English Translation
49. careless Marasa kula Without thought or plan
foolish Marasa Hahkali Someone who does things without
thinking - a "goat"
50. apathetic Marasa tausai Doing things as if one has
no life
egotistical Mai son kai Somebody who likes himself
with little consideration
for others
51. despondent Marasa kirki Unstable, out of tune, not alive
evasive Mara gaskiya Without honesty
52. distractible Mara kangado Someone who cannot be held to
a job
complaining Mai fitina Always dissatisfied
53. weak Mara karfi Lack of muscle strength
selfish Mai son kai Always wants things for himself,
not for others
54. rude Marasa ladabi Not caring about others’ feeling
self-centered Mai son kai Somebody who likes himself, etc.
(see 50)
55. rattle-brained Mara-lankali Little thought before action
disorderly Mara-shiri Without plan
56. fussy Mai-damuwa Complaining
submissive Mai-biyaya Give up easily
57. opinionated Mai tunani Biased, not wanting to reason
pessismistic Mai immani One who always sees that he
can create a bright side by
himself (defined as optimistic)
HAUSA TRANSLATION OF GHISELLI'S SELF-DESCRIPTION
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INVENTORY continued
Trait Hausa Translation English TranslaMrm
58. shiftless Marasa kangado Not easily distractible
bitter Mai bakin ciki Having a "black stomach"
Not wishing the other
person good
59. hard-hearted Marasa tautseyi Not sympathetic (sympathetic -
one who feels concerned about
others less fortunate
self-pitying Mai jin taysteyin
leansa
Someone who feels sorry for
himself
60. cynical S3Mara^ gaskiya Not faithful, not trusting in
God or people
aggressive Mai fitina Forceful in a trouble-making
way, fighting
61. dissatisfied Marasa godiya Someone who is not satisfied,
always complaining, not grateful
outspoken Mai kwarjini A need to be heard, to show off
62. undependable
/
Mai-karya Someone who lies and is not
trustworthy
resentful Mai-damuva Not happy with a lot of things
63. sly Mara gaskiya Not truthful, dishonest
excitable Marasa hakuri Impatient, easily made angry
64. irresponsible Marasa tanini Taking action without much
thought
impatient Marasa hakuri Impatient
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